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ABSTRACT OF GRADUATE STUDENT RESEARCH
Dissertation
Andrews University 
School o f Education
Title: AN EXAMINATION OF THE PERCEIVED NEED AND
RECOMMENDED COMPETENCIES FOR A SECONDARY-SCHOOL 
PRINCIPAL INTERNSHIP PROGRAM IN THE SEVENTH-DAY 
ADVENTIST EDUCATIONAL SYSTEM.
Name of researcher: Robert L. Caskey
Name and degree o f faculty co-chairs: James Jeffery, Ph.D.
Hinsdale Bernard, Ph.D.
Date of completion: July 2002
The purpose of this study was to examine the perceived need for, the 
recommended competencies of, and the delivery systems suggested, for a secondary 
school principal internship program in the Seventh-day Adventist educational system.
This study evolved from the belief that the significant turnover o f principals 
represents a challenge for Adventist education. Because of this, the supply of 
qualified and experienced candidates is not available in sufficient numbers to meet 
the current personnel needs for secondary school administrators.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
The review o f related literature traced the history o f principal internship 
training in the public school system from the early 1800s to the present. A brief 
report of Adventist internship information was included.
An author generated survey was sent to four major stakeholders in the field of 
Adventist education: Secondary school board chairs, secondary academy principals, 
conference and union superintendents, and college and university professors of 
education in Seventh-day Adventist institutions of higher learning. The groups 
surveyed included the entire population o f these educational leaders in the North 
American Division o f Seventh-day Adventist education (n = 297).
The research for this study was divided into three parts: (1) The perceived 
need for a principal internship program; (2) the curricular components and places 
where they are best learned; and (3) the delivery systems recommended to make this 
internship available. ANOVA, Chi-square, and post hoc Student-Newman-Keuls 
tests were used for data analysis.
Findings indicated that all four groups perceived the inclusion o f a principal 
internship program as very important in the training of new principals. They affirmed 
the importance o f  all twenty-two competencies surveyed with the best places for 
learning most o f  these competencies to be during an internship or through job 
experience.
They further recommended that the North American Division Office of 
Education in the General Conference o f Seventh-day Adventists assume a leading 
role in the establishment of principal internship programs in cooperation with union 
and local conferences and Seventh-day Adventist colleges and universities.
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CHAPTER I
INTRODUCTION
The tasks o f the school administrator have become increasingly complex because 
o f role-related activities, which require increased levels o f competence and decision­
making (Calabrese & Straut. 1999). To meet the challenges of preparing administrators 
for the demands o f leadership, the public educational system has promoted principal 
internship programs as part o f its continuing effort for effective preparation. Internships 
in this study refers to field-based experiences for prospective or new secondary-school 
principals.
Since the mid-50s, public school educators, state and private universities, state- 
accrediting agencies and professional organizations such as the National Association of 
Secondary School Principals (NASSP), the National Association of Elementary 
Principals (NAESP), and the American Association o f  School Administrators (AASA) 
have formalized their recommendations and requirements for administrative training.
While there is variation in the length of an intern's experience (from 6 weeks to 1 
year), an examination of current literature from sources such as the Educational 
Resources Information Center (ERIC), Education Abstracts, Dissertation Abstracts, 
Education World. Digital Dissertations, the American Association of School 
Administrators (AASA), the Library of Congress, Academic Search FullTEXT 1,000
1
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(EBSCO). and other online resources indicates that these programs are used as a part of
the process for the preparation of administrators, and as a filter in the selection process.
Seventh-day Adventists have maintained a successful parochial system of
education for 130 years. World statistics for 1999 (Seventh-day Adventist Church, 2001)
indicate that there are 5.846 schools operated by the church. There are 95 colleges and
universities. 1.115 secondary schools, and 4,598 primary schools with a total enrollment
of 1. 055,189 students (p. 4).
Ellen G. White, one of the founders o f  the Seventh-day Adventist church.
encapsulated the focus o f Adventist education with these words:
Our ideas of education take too narrow and too low a range. There is need of a 
broader scope, a higher aim. True education means more than the persual of a 
certain course o f  study. It means more than a preparation for the life that now is. 
It has to do with the whole being, and with the whole period o f existence possible 
to man. It is the harmonious development o f the physical, the mental, and the 
spiritual powers. It prepares the student for the joy of service in this world, and 
for the higher joy o f wider service in the world to come. (White, 1903, p. 13)
With the encouragement o f Ellen G. White and the work of early Adventist
pioneers such as G. H. Bell. S. Brownsberger, A. McLeam, W. W. Prescott, and others, a
top-down system, with college first, began educating youth in the principles of religious
and moral values (Spalding, 1962, pp. 2:91-128). While some aspects o f the educational
system are unique to Seventh-day Adventists, administrators share similar needs as the
public sector with regard to preparing secondary and elementary principals for leadership
roles. There are. however, no widely accepted formal internship programs for academy
principals in the Seventh-day Adventist educational system in North America.
Leading Adventist educators such as Don Hevener, Vice-President for Adventist
Education in North America (D. Hevener. personal communication. November 11,2001),
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and Don Weatheral, long time educational administrator and associate in the North 
American Division Office of Education, have indicated that there is a critical need for the 
development o f such a program (D. Weatheral. personal communication. October 29. 
2000).
During the 1990s, several major factors have added impetus to formal 
administrative internship training in the public and Seventh-day Adventist educational 
systems: (a) a shortage of qualified candidates for openings in the principalship because 
of a high turnover due to retirements and voluntary resignations (Keller. 1988; NASSP, 
1997); (b) the continued construction o f new schools; (c) the retirement o f 50-60% o f  the 
principals practicing during the 1990s (NASSP/NAESP, 1998); and (d) a recognized need 
for paradigm shifts for the 21s' century (Sorenson & Machell, 1996).
A 1998 study commissioned by the National Association o f Elementary School 
Principals and the National Association of Secondary School Principals illustrated not 
only a shortage, but suggested several reasons as to why the pool o f qualified candidates 
is not available. These included a lack o f systematic recruitment o f quality applicants, 
job stress, societal problems, time commitments, accountability, responsibility , 
salary/compensation, and lack o f tenure (NASSP/NAESP. 1998).
Statement of the Problem
Because a significant number o f secondary principal positions are open each year 
in the Adventist system, with few qualified and certified applicants available, it is often 
necessary to hire individuals to do what they are unprepared to do (D. Weatheral. 
personal communication, October 29. 2000). There is also no formal internship model
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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within the Adventist educational system or its institutions, which is widely recognized as 
an integral part o f the training process for the development o f principal leadership.
Purpose of the Study
Therefore, it was the purpose o f  this study to examine the perceived need for. the 
recommended components of, and the deliver)’ systems suggested for a secondary-school 
principal internship program in the Seventh-day Adventist educational system.
While some beginning principals have completed academic preparations for 
administration, few have experienced the practical opportunities for the close observation 
of school operations, participation in school decision-making, and involvement in 
activities such as planning, management, and supervision. Anecdotal evidence suggests 
that a significant number of Adventist schools look for experienced principals to fill 
replacement openings but often have to settle for new and unprepared personnel. The 
current pool o f available qualified candidates appears to be inadequate and shrinking, 
according to Richard Osborn, president o f  Pacific Union College and former Vice- 
president for Education in the North American Division Office o f Education (D. Osbom, 
personal communication, November 18, 2001). While it may be stated that this is also 
true for other private and public institutions, Adventist educators must address this issue 
if they expect to meet the shortage o f educational leadership.
Significance of the Study
This study evolves from the belief that there is a challenge for Adventist 
education because o f a significant turnover o f principals. The supply o f qualified and 
experienced candidates is not available in sufficient numbers to meet current personnel
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
5
needs for administration. This belief is affirmed by Mel Northrup (personal 
communication. November 19. 2001), former director o f education o f the Mid-America 
Union of Seventh-day Adventists, George Babcock (personal communication, November 
18.2001), former director o f Home Study International and current academic vice 
president at Southern Adventist University, and Ed Boyatt (personal communication, 
November 19, 2001), associate professor o f education at La Sierra University.
Governing boards and prospective principals would benefit from the development 
o f a formal ‘internship model’ that could be adopted by Adventist institutions and 
educational systems across North America. This would provide practical experience for 
applicants in preparation for present and future vacancies and assist employing agencies 
in their selection process. The information collected would add to the research and 
literature base and encourage further symbiotic relationships between Adventist 
universities and educators within the Adventist educational system.
Research Questions
It was the purpose o f this study to examine the perceived need for, the 
recommended components of. and the delivery systems suggested for a secondary-school 
principal internship program in the Seventh-day Adventist educational system.
Question 1: To what extent is the formal internship an important component in 
the preparation o f Seventh-day Adventist secondary-school principals as perceived by 
board chairs, local and union educational superintendents, secondary-school principals, 
and university and college professors of education?
Question 2: What are the curricular competencies recommended by the surveyed 
population for an internship preparation program?
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Question 3: What do these four groups (secondary-school principals, board 
chairs, local and union superintendents, and university and college professors o f 
education) recommend as delivery systems or options for internship preparation?
Delimitations of the Study
1. The information gathered for this study was based on the perceptions of 
the respondents, not on factual data.
2. The information gained from this study about the field-experienced needs 
o f  secondary principals has been applied only to Seventh-day Adventist educators and 
institutions in North America.
3. Because o f the continually changing needs o f principal leadership, the 
results o f this study may not have long-term validity. They do, however, provide a good 
benchmark for further direction.
4. The study discovered the perceived needs and recommended competencies 
as delineated by the four groups but does not propose a formal internship model.
Assumptions
It is assumed that:
1. The population surveyed accurately responded to the questions.
2. The results provide information that may be used by universities and other 
institutions seeking to build a viable internship component for Seventh-day Adventist 
secondary principal preparation.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Definitions of Terms
Administrators: Educational leaders serving in positions such as superintendent 
or school principal.
American Association o f  School Administrators (AASA): An association 
dedicated to the support and development o f effective public school leaders with goals to 
enhance their quality and effectiveness while connecting schools and communities.
American Educational Research Association (AERA): An organization concerned 
with improving the educational process by encouraging scholarly inquiry related to 
education and by promoting the dissemination and practical application of research 
results.
Coaching: A form of mentoring, but more focused and usually shorter in 
duration. It relies on job-related tasks or skills.
Cohorts: Groups working together in shared experiences with an emphasis on 
teamwork, collaboration, and networking with peers.
Conferences: Geographic locations within the United States and Canada which 
draw boundaries o f administrative responsibility for the Seventh-day Adventist church 
and school operational leadership.
Danforth Corporation: A foundation that funds, collaborates, and proposes 
training programs for principal preparation.
Division: The operational leadership and coordinating administrative structure, 
which encompasses unions and conferences within the Adventist church.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Educational Research Service (ERS): A research group that provides services for 
national organizations and others interested in surveys and reports on educational trends 
and needs.
Intern: Student who is enrolled in a formal applied training program.
Internship: A field-based experience for prospective or new principals.
Leadership Stories: The sharing o f personal stories by experienced administrators 
with interns and prospective principals to connect theory to practice.
Mentor: A trained administrator who gives guidance and support to an intern or 
beginning principal.
Mentoring: A guided, supportive working relationship between an intern and an 
administrator or educational leader.
Interstate School Leaders Licensure Consortium (ISLLC): A national consortium, 
which works with other groups and professional organizations, state governments, 
universities and Congress on major educational issues.
National Association o f Secondary School Principals (NASSP): A national 
organization for secondary school principals, dedicated to assisting principals in training 
and professional growth through research and practical support programs.
National Association o f Elementary School Principals (NAESP): A national 
organization for elementary principals that shares similar goals with the NASSP.
National Policy Board o f  Educational Administration (NPBEA): A non-profit 
organization of university and college professors that assists state boards o f education in 
formulating policies and standards for administrative training.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Offices o f  Education: Administrative leadership operations which are divided 
according to conferences, unions, and divisions within the Seventh-day Adventist 
educational system in the United States.
Portfolios: The collection of materials, information, and journaling, which 
demonstrate the experiences and learning of an administrative intern in real-life 
situations.
Problem-based Learning: An approach to learning in which students solve 
problems by using clinical reasoning skills and by identifying learning needs in a group 
process.
Performance-based Preparation: The use o f specific performance criteria in 
principal preparation that allows a principal’s performance to be measured by a set of 
designated criteria.
Seventh-day Adventist (SDA): A conservative Christian organization that operates 
churches and schools throughout the world. Its belief system shares many common 
tenets with mainline Christian churches but espouses certain unique beliefs, such as 
keeping the seventh-day Sabbath and expecting the literal second coming o f Christ.
Stakeholders: Those with collaborative interest and responsibility for principal 
preparation including state departments o f education, universities, professional 
associations, and local school districts.
Unions: Geographic territories which incorporate a number of conferences and 
have overall supervision and coordination for Seventh-day Adventist ministries.
University Council fo r  Educational Administration (UCEA): An organization, 
which represented more than 50 leading university-based preparation programs.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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Organization of the Study
Chapter 1 includes the introduction to the study; the statement o f the problem; 
purpose o f  the study; importance o f the study; delimitations o f the study; and questions 
for research.
Chapter 2 traces the history o f the development o f internships in the public system 
of education from the turn o f the 20th century to the predictions o f  21st century directions.
Chapter 3 describes the population surveyed, methodology, research design, data 
collection, and analysis.
Chapter 4 summarizes and reports the results o f the data analysis.
Chapter 5 summarizes the findings of the study, draws conclusions, and makes 
recommendations for further research.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
CHAPTER II
REVIEW OF RELATED LITERATURE
This chapter provides an overview o f related literature concerning principal 
internship programs in the public sector o f education in the United States as well as in the 
Seventh-day Adventist educational system. It is divided into four main sections: (a) 
general information about the origin and growth o f school administrative and internship 
programs; (b) current practices and requirements for internships; (c) future trends for 
school principal preparation in public schools; and (d) principal internship programs 
within the Adventist educational system.
The Origin and Growth of School Internship Programs
Between 1820 and 1899 educational administration was not recognized as a 
distinct profession. Those in leadership positions were simply learned authorities that 
used their experience to provide guidance and insight to teachers and students. It was in 
the period from 1900 to 1946 that more formal leadership programs were established 
with an emphasis on technical skills and business efficiency (Murphy, 1998).
William H. Payne is one of the earliest authors to write a book on administration 
(Payne, 1875). He also taught the first recorded college class on educational 
administration at the University of Michigan in 1879 (Griffiths, Stout, & Forsyth, 1988).
1 1
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Callahan and Butlor (1964) identified this period as a time o f little training when 
responsibilities were performed without license or certification. The work was practical, 
with a focus on finding teachers, books, and classroom space for the purpose of 
instruction.
Institutions o f higher education since the 19th century have offered coursework for 
school administrator preparation, but organized graduate programs under the direction of 
departments o f education are a phenomenon o f the 20th century. The earliest department 
was established at Teachers College, Columbia University, just after the turn of the 20th 
century. The department o f educational administration relied almost exclusively on 
course work and ‘raw empiricism' as a training context (Calabrese & Straut, 1999). By 
1978 there were more than 375 schools participating in graduate programs (Silver & 
Spuck, 1978). Pickard (1902) revealed that school superintendents were considered to 
have some innate ability that was nurtured by study and devotion. He presumed that this 
ability is primarily revealed in “on the job ' and ‘incidental* training.
During the first half of the 20th century retired school administrators were used as 
primary sources in preparing students for leadership as school principals. These 
experienced administrators joined college departments of education and shared their 
expertise with the novices. The training was informal and consisted primarily of war 
stories and practical admonitions (Milstein. Bobroff, & Restine, 1991).
Business ideologies swept the United States at the turn o f the century, which 
raised expectations for using modem business methods to improve school 
efficiency. The ‘Scientific management’ model emphasized this efficiency. 
Frederick Taylor (1947) reported that the principles o f scientific management
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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implied the need for specific rules/laws, which could be formulated as guides for 
behavior in every circumstance. The view o f administration was that there was 
one ‘right wav’ o f doing things. Thus the role o f the administrator was to ensure 
that teachers knew the ‘right way’ to implement this approach in the classroom. 
The application o f the principles of “scientific management’ became part o f the 
standardized training for teacher supervision and school administration. (Peterson 
& Finn, 1988, pp. 89-107)
1900-1930
The practicing administrator in the early 1900s continued to espouse the ‘learning 
from business’ approach by adapting the business model to education. Universities 
established courses and programs that emphasized economy and efficiency. Intelligence 
Quotient (IQ) scores, achievement scores, and other tests were developed. Many tests 
were used to ‘measure effectiveness.’ Foundations were established to assist universities 
to teach, and state departments to hold administrators accountable. This required a 
centralization o f authority with definite direction for supervisors (Griffiths et al., 1988).
Between 1915 and 1929, a transition occurred as formal graduate programs 
focused on the practice o f training administrators for practical applications. Constructs of 
business continued as models, but the intellectual base around which to conceptualize, 
study, and instruct developing administrators was missing (Griffiths et al., 1988).
1930-1950
Some authors have described the period o f 1930-1950 as the social agent phase. 
The Great Depression and World War II were part o f  the melee, which brought a decline
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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in support for the business principles construct and, as a consequence, the principles o f 
‘scientific management,' which valued organizational goals over the needs and interests 
of people. The reaction generated an emphasis on human relations that led to the 
development o f  the administrator as a social agent, mediating between classroom 
learning, teaching, and the purpose o f schools (Cooper & Boyd, 1987).
The majority o f school administrators did engage in some degree o f graduate 
work, and by 1950 thirty-eight states were requiring graduate degrees in educational 
administration. These programs included training that was highly practical and focused 
on issues such as plant management, scheduling, and budgeting.
The 1950s
It was during the 1950s that a nearly universal model for training school
administrators emerged. It became state controlled, university based, credit-driven, and
closely associated with state certification. An amazingly similar format continues today.
For all the decentralization among the four hundred educational administration 
training programs, which serve fifty different states and around 15,500 public 
school systems nationwide, requirements for licensure are amazingly similar, both 
in process and control, through the United States.” (Griffith et al., 1988, p. 251)
Preparation programs, developed to varying degrees, continued toward the
tendency to focus on content and generally include study o f  administration, leadership,
supervision, introduction to school law, planning, contract negation, personnel, facilities,
finance and budgeting, and research methods and evaluation (Carter, Glass, & Hord,
1993).
The impetus for the development of internships in educational administration first 
emerged in 1947 at a meeting of the newly founded National Conference o f Professors o f
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Educational Administration. Only the University of Chicago and the University o f 
Omaha had the requirement of a field-based internship in their preparation programs at 
the time (Wheaton, 1950). Newell (1952) was one of the first advocates of a full-time 
internship, and his idea influenced the development o f the University- o f Maryland's 
preparation program in 1951. That influence continued for half a century.
Another important step in the developmental process o f  preparation occurred in 
1956 when representatives of 33 universities across the United States and Canada met to 
form the University Council of Educational Administration (UCEA). Its major purpose 
was to improve the training of school administrators, stimulate and coordinate research, 
and distribute materials resulting from research and training activities. The theory 
movement in educational administration was created, and developmental models 
advanced to apply to school administration. The UCEA encouraged a review of the 
social sciences for potential contributions that could be made to school leadership.
During the late 1950s and early 1960s, school administrators were trained to be 
applied social scientists, using concepts and theories of human behavior, research design, 
and statistical application (Cooper & Boyd. 1987). The school became the setting for 
‘applied science' where theory and research were linked to professional practice 
(Sergiovanni. 1991). Theory reliance on the social science context was an indicator o f 
high quality programs (Miklos. 1983).
By borrowing and adopting research techniques and instruments from behavioral 
science (Culbertson. 1965), the shift was made from a practical orientation to the 
theoretical, from the use o f one discipline to several, or from technical to general 
orientation.
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The emphasis on principal preparation changed significantly in the 1950s when 
private organizations such as the Danforth Foundation and the Kellogg Foundation 
provided financial support for the reform o f internship programs.
With intent to develop viable internship programs, the Kellogg Foundation 
supported a program in eight universities, including Columbia, Harvard, and Ohio State. 
These schools committed themselves to examine ways o f improving preparation for 
educational administration, with particular emphasis on internship activities (Hencley. 
1963).
The training shifted from retired administrators to professors who presented 
theoretical models from the behavioral sciences. The assumption was that these models 
could help clarify the world o f educational management (National Society for the Study 
of Education. 1964). This ‘scientific era' predominated from 1947 to 1985 under the 
direction of discipline-focused specialists with little practical experience and a strong 
bent toward rigorous theory and research (Murphy, 1998).
Despite the innovative changes established in the 50s, most internship programs 
relied on course work and a ‘lack' of internship opportunities (Farquhar. 1977). The state 
of Kentucky became one of the first exceptions.
The Kentucky Beginning Principal Internship Program (KBPIP)— the first of its 
kind in the United States— was mandated by the Kentucky General Assembly to upgrade 
the quality of educational leadership in the schools through testing and an internship 
program especially for beginning principals and assistant principals. The purpose was to 
provide supervision, assistance, and assessment to determine the effective instructional 
leadership abilities o f  a new or beginning principal. Four areas evaluated by a
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principal/mentor, superintendent, and administrative educator include instructional 
leadership, school management, interpersonal skills, and professional responsibilities 
(Prickett et al.. 1990). With the success o f the Kentucky program as perceived by both 
interns and the governing committee a recommendation was made to the state legislature 
that internships be required for all new principals and assistant principals (Richardson & 
Prickett. 1991).
The 1960s -  1970s
The 1960s. with its social upheaval, influenced higher education's approach to 
administrative preparation. Greater emphasis was placed on a values-based approach 
(Ostrander & Dethv, 1968). The American Association o f School Administrators 
(AASA) conducted a 1964 study, which revealed a shift in program content to integrate 
anthropology, sociology, psychology, and political science (Farquhar & Piele, 1972). 
This move suggested a human relations side to administration. Farquhar (1977) 
identified the period of the mid-1960s to the late 1970s as the “age of diversity and 
adversity'. Developments in preparation programs reflected the influence o f  growth, 
relevance, and democratization. Program content shifted from discipline-orientation to 
career-orientation as the design model. This facilitated the training and preparation for 
specific role specialization such as elementary, secondary, higher, and special education.
With the transition o f administrative preparation from behavioral science to a new 
era not yet completely emerged. Murphy (1992) called it the 'dialectic era', every man or 
group did ‘that which was right in their own eyes'. Kerchner (1988) labels this transition 
as the ‘period o f choice'. A general concern was that while the names of courses that
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should be taught might be agreed upon, there was less agreement on content 
(Goldhammer, 1983).
By the mid-1970s students in educational administration could select an advanced 
degree from nearly 320 master's-level programs, 100 two-year specialist programs, and 
140 doctoral programs in the United States alone (Miklos, 1983). The program content 
reflected an emphasis on relevance, application, and utilization, rather than as a predictor 
and disseminator of knowledge (Murphy, 1992). Preparation programs reflected efforts 
to involve students in department decision-making and the democratization preparation 
process (Farquhar, 1977).
Rise of ‘Internships’
According to Gregg (1969). field experiences quadrupled between 1958 and 1963. 
and 50% of all training programs were offering internships (cited in Murphy, 1992). 
These programs became part o f a shared responsibility between universities and the field 
laboratory. Though internship offerings continued to grow in the 1960s, they did so 
without integration between study and practice (Hencley, 1963). There was a lack of 
effort by professors o f educational administration to distinguish, systematically, the 
aspects o f social and behavioral science that were most appropriate (Gregg. 1969). The 
field o f administrative preparation consisted o f whatever those scholars associated with 
university programs considered relevant (Erickson, 1979).
The National Association o f Secondary School Administrators (NASSP) became 
actively involved in internship development models and presented its proposal in 1962. 
Sponsored by the Fund for the Advancement o f Education, it structured a new approach 
to principal training that included the goal o f innovation with intent to challenge the
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established educational order by changing priorities for the school principal and the
relationships between schools and universities. Their 2-vear pilot study (1963-65) with
its design for vigorous instructional leadership was reviewed by Jean McGrew in her
doctoral thesis (1966). She found that the NASSP model was built around three main
groups of participants—the interns, who would become educational leaders, the schools
where they w'ould work, and the universities that would supervise the interns and work
with the schools. Her findings suggested that the program was most effective when
cooperating schools held primary responsibility for directing intern experiences and least
successfully met where the cooperating universities held it. The true effectiveness o f the
program as instrumental in developing “change agents’ was not analyzed, however, until
a study by James Sweeney assessed the effectiveness o f the NASSP administrative intern
project. His findings showed no difference between principals trained under the model
and others leading without the program as related to “change agent’ leadership. He did
find, however, that the internships produced principals with more confidence in their
ability to exercise educational leadership (Sweeney. 1980).
The field-based component continued to grow in the 1970s built on a university-
school alliance and a theory-based approach to the internship. At least 65% of the
doctoral programs required some type of field experience (Nagel & Nagel, 1978).
As more universities added professional principal preparation to their educational
programs, they generally built their structures on the behavioral science theory.
The theory movement grew during the 1960’s and 1970’s, and faculty were 
selected on the basis o f their academic preparation rather than their experience as 
administrators, with the result being that preparation became further removed 
from hands-on learning and experimental applications. While the movement 
toward theory provided frameworks for understanding, it also created a chasm 
between the bearers o f that theory and those who had to make use o f it in practice.
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For the most part it was assumed that, armed with theory, administrators would be 
able to make effective use of it to improve their leadership activities. This 
assumption was and is questionable. (Milstein. 1990. p. 3)
In 1977 the National Association of Secondary' School Principals initiated a
consortium of seven universities (California State University. Fullerton. Loyola
University' of Chicago, the University o f Main, the University of Missouri, Columbia, the
University' of South Carolina. Texas A & M University, and the University o f Utah) to
examine and develop positions on the performance-based preparation o f principals. Their
work produced a special report in monograph form in 1935. Performance-Based
Preparation o f  Principals: A Framework fo r  Improvement. This monograph produced a
comprehensive strategy' that a university could use to examine its preparation program for
principals and to move it tow ard greater responsiveness to the needs o f the public
schools.
Internships of the 1980s
By the end o f the 70’s. a trend toward competency-based preparation was 
emerging, though it did not significantly impact intemship/field experience programs 
(Nagel & Nagel. 1978).
From 1980 to the present there has been constant and persistent criticism of 
administrator preparation programs. In 1983 the National Commission on Excellence in 
Educational Administration commissioned a study that recommended educational reform 
and was critical o f then-current administrative preparation programs. These programs 
were described as marked by a 'Mack of collaboration between school districts and 
universities . . .  lack o f  systematic professional development for school administrators . . .  
lack o f sequence, modem content, and clinical experience" (1987, pp. xvi-xvii). The
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National Commission on Excellence produced A Nation At Risk, which raised serious 
questions about the competencies o f teachers and principals, (National Commission on 
Excellence in Education. 1983).
In 1985 the University Council for Educational Administration (UCEA) did a 
review o f field-based programs and discovered that these programs were generally 
required only for students seeking certification, occurred near the end of a student's 
program, required 10-40 hours o f observation or task assignments and were regulated by 
the university term, not the amount o f time necessary for task completion. Additionally 
the programs carried either a pass/fail designation and were unpaid. The result was that 
students were involved only part-time (Daresh & Playko. 1992).
Trov State University in Montgomery, Alabama, although training principals 
since 1965. required internships o f all educational administration graduates in 1981.
Their 1984 guidelines included learning contracts to develop specific responsibilities o f 
the intern, a letter grade, and the recommendation that the intern assume full 
responsibility for the operation o f the school over a 3-day or longer period (Summers,
1983).
During the 1980s a variety o f internship programs were implemented as models or 
requirements for administrative students. Project PELT (Preparation o f Educational 
Leaders for Tomorrow ) was created to develop a talent pool for small school districts in 
Florida. This project attempted to fill the gap between theory and practice by structuring 
a practical ‘hands-on’ experience based on sound theoretical precepts. (Pellicer et al.,
1984)
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Many internships were directed toward specific goals, such as the “thoughtful 
mind.’ This formal design called the Leaders Preparation Program (LPP). was instituted 
in 1986. It began as a collaborative arrangement between five Utah school districts and 
the College o f Education at Brigham Young University. It has since been expanded to 16 
districts. Its purpose has focused on preparing principals for the role o f  building schools 
into places that stimulate learning, where the mind is not just a catalogue, but where 
individuals will develop thoughtful minds (Shute et al.. 1989).
One of the most significant internship programs was funded and organized by the 
Danforth Corporation beginning in 1986. Twenty-two sites for their programs included 
Universities at Alabama, Central Florida. Iowa State, New Mexico. Oklahoma, Brigham 
Young, and others. Their emphasis was on experimental learning opportunities for 
prospective principals under the guidance of memor principals. By collaborating with 
practicing administrators in schools, university faculties directed hands-on learning 
experiences. Additionally, this program was combined with the cohort group concept, 
w hich allowed participants to draw from the experiences of fellow students (Blankenship 
etal.. 1989).
The Project Leadership in Educational Administration Development (LEAD), 
implemented in the District o f Columbia public schools, developed an emerging-leaders 
program through administrative internships, seminars, and peer-assisted learning 
programs (Stevenson, 1990). Recognizing that more than one half o f all school 
administrators in the United States could retire during the 1990s. the need for personnel 
replacement brought renewed interest in administrative preparation programs. The 
American Association o f School Administrators (AASA) recommended that principal
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skills should include designing, implementing, and evaluating school climate; bringing 
support for schools; developing school curriculum; institutional management; staff 
evaluation; staff development; allocating resources; educational research, evaluating, and 
planning; understanding the learning process; and communicating and cooperating with 
people of different cultures, positions, and perspectives within the school and community 
(Klauke, 1990).
The challenge o f meeting so many expectations o f principal leadership was 
addressed by the NASSP (1985) when it advocated a substantial increase in the field- 
based component o f  preparation programs, recommending a 1 -year full-time internship. 
The National Policy Board for Educational Administration (1989) argued for closer ties 
between theory and practice by stating that translating sound research strategies into 
sound practices that must be addressed in graduate training. LaCost (1987) suggested 
that since adult learning is more effective when it is experimental or when it is in 
response to real needs and problems, she proposed three stages of internship: The 
reactive or observation and question phase where the candidate determines the viability 
o f beginning or participating in the training process; the interactive time where the 
candidate pursues training and works with administration on specific projects; and the 
active phase where the intern assumes responsibility for an administrative role.
Principal Centers
A significant body o f literature provides information about a group o f organized 
structures called principal centers, sometimes referred to as leadership institutes or 
academies. Although these training centers appeared in the 1970s. the 1980s experienced 
a proliferation o f organizations that became known as principal centers. Harvard began
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one of the first centers in 1981 and created a national network of centers to strengthen 
individual development (Barth, 1984). Centers have sprung up in states such as Texas. 
Kentucky. North Carolina. Georgia. Utah, Maine, and others. These training centers 
provide instructional leadership sessions, workshops, networking, in-service training, 
professional growth and effective administrative practice seminars, assessment of 
prospective school administrators, and training for those seeking to be future educational 
leaders (Estes & Crowder, 1987; van der Bogert, 1987).
An example of an effective leadership center is that o f the Michigan Institute for 
Educational Management (MIEM). This assessment center operates as a part of the 
Assessment Center Project o f the National Association o f Secondary School Principals 
(NASSP). The primary program purposes are to improve leadership quality at the school 
building level and to promote improved training programs for principals. The center 
diagnoses each candidate’s strengths and weaknesses in 12 skill dimensions required for 
effective principal performance by observing simulated activities and through personal 
interviews. Assessment results are reported to the candidates and the sponsoring school 
districts.
Mentoring
Mentoring, known as a guided, supportive working relationship between intern 
and school administration, also became popular during the 1980s (Pence, 1989). Smith 
(1989) encouraged mentors to allow' the interns to fail and learn from their mistakes, yet 
remain close for appropriate growth. The Danforth Program emphasized the need for 
field experiences and the use o f cohorts as important to successful preparation programs 
(Milstein. 1992). The National Association o f Secondary School Principals (1985), in a
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special report titled, Performance-Based Preparation o f Principals, indicated that field 
experiences should simulate the real administrative position, but with a learning 
experience structure.
As the 1980s progressed, growing criticism about the shortcomings o f the 
preparation o f administrators continued. Major recommendations by the University 
Council for Educational Administration, an organization which represented more than 50 
leading university-based preparation programs, in a report titled. Leaders fo r  America s 
Schools (UCEA. 1987). advocated the development of collaborative relationships with 
school district leaders. It further promoted the continuation of professional development 
for practicing administrators and a redesign of the preparation program so that there 
would be sequential, updated content with meaningful clinical experiences.
To meet the charge that administrator preparation programs were becoming 
outdated and deficient, 10 major educational organizations began plans to establish a 
national certification examination (1993) so that internships could bridge the gap between 
theory and practice (Stover. 1990).
According to Daresh and Playko (1995), mentoring has become an accepted and 
desirable part of the pre-service preparation o f educational administrators. Crow and 
Matthew s (1998) further expand the role o f mentoring to include administrators at any 
career stage with a career-long mentoring approach.
Internships in the 1990s
By the end of the 1980s and into the early 1990s there was serious pressure to 
change the preparation of educational administrators. In part, the pressure for reform was 
based on disappointment with the theory movement and the inability or unwillingness o f
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universities to voluntarily modify their approaches to training administrators (Murphy & 
Hallinger, 1987).
There was a growing awareness o f the key role o f  administrators in educational 
improvement and a realization that too often administrators are not prepared to 
cope with core technical operations and responsibilities, such as instructional 
leadership. (Milstein, 1992, p. 4)
In fact, Anderson stated the critical case clearly when he said that most 
preparation programs can be criticized for not providing the field based experiences 
necessary' for developing outstanding principals (Anderson, 1989, p. 56).
Under the direction of David L. Clark, University o f Virginia, the National Policy 
Board for Educational Administration (NABEA) was organized during 1988-1989 with 
financial support from the Danforth Foundation. They published a report, Improving the 
Preparation o f  School Administrators: The Reform Agenda (1989). This document 
recommended an extensive agenda with a core of knowledge and skills to include societal 
and cultural influences on schooling, teaching, and the learning process, including school 
improvement, organizational theory, methodologies o f organizational studies and policy 
analysis, leadership and management process and function, policy studies, and politics of 
education. There was also a moral and ethical dimension o f schooling. The content of 
these areas is to be grounded in the ‘problems of practice’ and supported by an increased 
emphasis on clinical experiences (Miklos, in press).
Comprehensive educational reports and studies such as the National Association 
of Secondary School Principals’ (NASSP) study, Performance-based Preparation o f  
Principals (1985); the American Association of Colleges for Teacher Education 
(AACTE) report, School Leadership Preparation: A Preface to Action (1988); and the 
National Association of Elementary School Principals (NAESP; 1990) document.
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Principals for the Twenty-First Century, contributed to the prevalent thought about 
reshaping school leadership preparation.
The thinking o f educational philosophers in the 1990s may be summarized as 
committed to the belief that intellectual knowledge was not enough and must be balanced 
with the ability to perform effectively if schools were to improve. In the context o f the 
preparation o f educational leaders, the most meaningful learning takes place when there 
is opportunity to apply the concepts through practical experience. (Italics mine, Milstein, 
1990).
In a paper presented at the annual meeting of the American Educational
Research Association, Daresh (1988) suggested that field based programs were an
important aspect for reform in the preparation of administrative leadership.
The National Commission on Excellence in Educational Administration
positioned itself with these words:
Administrator preparation programs should be like those in professional schools 
which emphasize the theoretical and clinical knowledge, applied research, and 
supervised practice.. .  .The Commission argues that the logic o f professional 
preparation, which introduces students to theory and research and then guides 
them into the world o f practice, is well suited for the important work o f school 
administration. The necessary close working relationship between the university 
and the world o f practice will benefit the quality o f  research and the quality o f 
administrator preparation. (National Commission on Excellence in Educational 
Administration, 1987, p. 20)
Recent trends indicate that such practices as portfolios, mentors, seminars, field- 
based activities, and technology are part o f the trend in program restructuring and 
redesign (Hackmann & Price 1995).
Research also indicates that the most effective programs use practical teaching 
methods such as role-playing, simulation activities, and mentoring as a means o f
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transferring theoretical knowledge to the practice o f  educational leadership (Cordeiro, 
Boutilier, Panicek, & Salamoni-Consoli, 1993).
A preparation program at the University o f  Alberta, Canada, uses computer-based 
simulations to help students engage in ‘real work". The university developed their 
simulation project on the belief that preparation programs are usually too theoretical and 
that clinical supervision often relegates the intern to doing trivial tasks under on-site 
principals. They contend that simulations allow the student to engage in ‘real work’ 
(Maynes, Mclntoch, & Mappin, 1996).
The Leadership Initiative for Tomorrow’s Schools (LIFTS), a program at the 
State University of New York, instructs trainees to focus on the teaching-learning 
process; demonstrates risk-taking and flexibility; encourages diversity and equity; 
employs reflection; and engage students in real problems (Jacobson, 1996).
Further studies have determined that the application of theoretical knowledge to 
real-life situations in a non-threatening environment, combined with practical classroom 
activities, roll playing scenarios, reflection groups, and in-service training allows students 
to react positively to typical administrative tasks (Allen & Stacey, 1989; Peca, 1994; 
Playko, 1992).
Emerging Designs for the Present and Future
The internship continues to be tied to the quality o f the experience and coaching 
capabilities o f the supervising principal without a formalized set o f experiences designed 
to improve the intern’s decision-making capabilities and overall competence. Most 
principals have not received training in coaching, feedback, or reflectively guiding the 
intern (Milstein & Krueger, 1997). The intern is usually relegated to passive settings of a
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traditional nature while the principal deals with more complex decisions such as staff 
development, teacher observations and evaluations, program designs, and discipline 
(Furtwengler. Furtwengler, Hurst, Turk, & Holcomb, 1996).
Calabrese and Straut (September 1999) divided contemporary internship 
programs into three categories:
Reactive and traditional: In this context the intern is a passive recipient of the 
principal’s direction. Assignments are made by the principal and are similar to those 
experienced by the administrative mentor. The intern learns to model the principal’s 
theory-in-use rather than developing his or her own theory o f leadership. Peripheral 
immersion in administrative role o f job roles, tasks, time and discussion form a detached 
experience;
Structured and traditional: The intern attends classes directly related to the 
internship and fulfills required experiential components, and produces evidence of this 
experience in a portfolio. Some portfolios link intern experience to performance 
assessment while others are used to connect the intern experience to the twenty-one 
performance standards o f the National Policy Board (Wilmore & Erlandson, 1995). This 
practice of administration by the intern is provided by tasks assigned by the principal 
without formal assignment in an official role; and
Integrated and evolving: This internship context requires a rigorous 
developmental experience through classroom and problem-based learning (Bridges & 
Hallinger, 1997). The intern is assigned the role of assistant principal with authority 
under the direction o f the school principal. Snowden (1992) describes this type of 
internship experience as diagnostic and prescriptive with high structure and continuing
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evaluation. It further seeks to connect partnerships between the university, local school, 
and the community.
Calabrese and Barton (1994) suggest that a new classification for internships is 
beginning to emerge. Its emphasis is on the model o f  the ethical responsibility of 
colleges o f education and is centered on their relationships with the public schools by 
social contract. This contract requires them to provide both intellectual and experimental 
rigor to raise the intem’s level of competence. Mezirow’s (1991) adult learning theory 
with the ways adults transform experience into learning is at the center o f this model. 
Calabrese and Straut (1999) suggest that there are five expectations that arise from the 
Mazirow theory:
1. The internship must be intellectually demanding.
2. The internship should be used as a sorting device for prospective 
administrators.
3. The intern must experience a wide range o f complex decision conditions.
4. The internship should integrate a classroom component grounded in problem- 
based learning (PBL) or a similar experience.
5. The internship must provide highly competent, ethical prospective 
administrators.
It is difficult to clearly discern the future trends o f internship training. The 
principalship in public education is in a “precarious” position according to Ann Lauder.
It is expected that as many as 25% of the practicing principals may retire in the next 3 or 
4 years (Lauder, 2000).
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Teresa Gray finds an example o f one approach to the principal internship in her 
excellent article. Principal Internships, in the May 2001 issue o f Phi Delta Kappan. Ms. 
Gray reports on her experience in a North Carolina middle school as a principal intern. 
She describes five key ideas for successful internships:
1. Integrate the intern into the school.
2. Develop a vision for the internship experience.
3. Gradually increase the responsibilities o f the intern.
4. Provide time for continuous evaluation.
5. Rely on the university supervisor when problems arise.
These recommendations reflect her own positive experience during the internship 
which resulted in her appointment to a permanent position with the school. She 
concludes that an internship is effective when it provides responsible involvement in the 
school program with delegated responsibilities, continuous feedback, and exposure to a 
broad range o f experiences. She strongly recommends that schools participating in 
administration programs that do not require internships must do so because learning is 
best when it is hands-on. To her, “this is the greatest injustice that we do to aspiring 
leaders of our schools” (pp. 663-665).
Society continues to increase its demands for extensive preparation for principals 
so that they have the ability to function in a world o f continual change. It seems certain, 
however, that the formal internship will continue as a practical, on-site learning 
experience for administrative preparation programs (Calabrese & Straut, 1999). Jacobson 
(1996) suggests that key features will include cohort groups and mentors, field 
participation in candidate recruitment and selection, promotion of diversity, a practice-
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oriented curriculum, released time, and paid internships. State legislatures such as North 
Carolina are mandating changes in principal preparation such as extended internships, 
simulation, and leadership portfolios (Bradshaw. Perreault. McDowelle, & Bell. 1997).
The internship continues to survive through variation, change, and 
experimentation. Surveys o f  practicing superintendents and principals cite the need for 
interpersonal skills, communication skills, and the internship as important components of 
principal training (Lester, 1993). Historically, the philosophical foundations o f the 
preparation programs were competency-based and later performance-based (Witters- 
Churchill & Erlandson, 1990).
Now with a shift by several educational organizations and universities, the 
paradigm is becoming a problem-based learning (PBL) strategy according to Hallinger 
and McCary (as cited in Lumsden, 1993). This principal training strategy builds 
curriculum, instruction and internship experiences around the identification and solution 
of “real world' problems (Tanner. Keedy, & Galis. 1995). Until recently, this 
instructional strategy has been used to train medical students but it shows promise for 
enhancing administrator-training programs (Bridges & Hallinger, 1992). Students are 
taught to think strategically about instructional leadership and school improvement 
(Hallinger & McCary. 1992). By simulating the kinds o f dilemmas typically faced by 
principals, it is believed that candidates can improve their skills for meeting the changes 
in the principal's leadership role. Murphy and Hallinger (1992) suggest that preparation 
programs should cultivate expertise in curriculum, instruction, and change 
implementation. The key principle in PBL is to identify the problem first and then 
determine the kind of knowledge required to form a solution. This becomes particularly
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identify the specific issue and focus on the resources necessary to establish a good 
decision (Bridges & Hallinger. 1997).
Other principal internship programs include a career-long mentoring approach 
with a specific framew'ork o f characteristics, stages, methods, and goals (Crow & 
Matthew's. 1998). Still other programs are rethinking program delivery by emphasizing 
peer networking, professional portfolios, adult-learning principles, and reflective 
activities, which have been added to problem-based learning. Arnold Danzig (1997) cites 
a growing body of research that indicates telling and listening to stories is also a relevant 
method of significant learning. The National Association of Elementary School 
Principals suggests that the role of future principals will be more that o f colleague than 
boss, and that they will work to “facilitate, support and assist* teachers. The report adds 
that the principal o f the future will be knowledgeable of changing societal conditions and 
the global community, with abilities for political and legal processes and a w'orking 
partnership with parents to facilitate school effectiveness (KJauke. 1990).
“The trend in principal preparation programs is a design that rests almost entirely 
on full-time internships (with on-site coaches) and often requires limited classroom-type 
instruction." says Ann Lauder (2000. pp. 23-28). By training through simulations and on- 
the-job experiences there will be opportunity to develop applied skills in an authentic 
context (Erlandson. 1994).
Gerald Tirozzi (2001), executive director o f the National Association of 
Secondary School Principals, wrote a provocative article in the February 2001 issue of 
Phi Della Kappan. He points to the changing landscape of principal leadership in the 21sl
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century as changes in education affect the principal’s role and vision. He summarizes
demographer Harold Hodgkinson's considerations for tomorrow’s schools by listing such
challenges as (a) school-age population with significant increases in Hispanic and Asian
students who will constitute 61% o f the nation's population growth by 2025; (b)
transience by which it is estimated that 43 million Americans move every year; (c) new
building needs as current facilities become inadequate or are subject to serious
maintenance; (d) aging population which accounts for the nation’s fastest-growing block
of voters; (e) virtual learning with its dramatic impact on course delivery; (f) testing with
its emphasis on accountability; (f) staff requirements for 2 million new teachers who
must be hired during the next decade; and (g) resource allocation that will require a
review of nonteaching employees, teacher performance, and administrative needs.
Tirozzi (2001) describes other issues that affect the ability o f the principal to
function effectively in the future environment of learning. He quotes from the book,
Jefferson's Children: Education and the Promise o f  American Culture in which author
Leon Botstein notes:
The American high school was designed for fifteen to eighteen-year-olds, who 
were children only beginning their journey to adulthood. It is now filled with 
young adults of the same a g e .. .  .One does not need to be a professional 
psychologist to recognize that the way in which one deals with a prepubescent 
youngster is quite different from the way in which one deals with one in the early 
stages o f puberty. (Botstein, 1997, p. 82)
Tirozzi challenges tomorrow's principals “to raise the bar o f expectation for 
leadership by becoming instructional leaders who possess the requisite skills, capacities, 
and commitment to lead the accountability parade, not follow it” (Tirozzi. 2001, p. 438).
Specific skill sets that the principal must acquire for educational leadership in the 
present and future may be found through The National Policy Board with its 21
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Performance Domains (Thomson. 1993); the Interstate Schools Leaders Licensure 
Consortium (ISLLC; 1996); Standards for School Leaders, and the National Association 
o f Secondary School Principals’ developmental programs such as Leader 123 and the 
Quality School Leaders program. These resources provide rich opportunities for skills 
development and assistance in providing clear performance-based standards for the 
formation and evaluation of internship program effectiveness.
Adventist Internship Programs
I contacted a number of current and former Seventh-day Adventist educational 
leaders with a request concerning their knowledge about historical formal principal 
internship programs. Other than their remembrances that discussions concerning the 
need for internship experience have taken place through the years at various educational 
meetings, none were able to describe any successful internship programs.
Several studies by Adventist educators have focused on the Adventist principal. 
Jaqua (1967) was one o f the earliest researchers to study Adventist principals in North 
America. Among his recommendations were the need for the development of a common 
code for governance boards and principal duties; better job descriptions; and the 
development o f national or division-wide standards for principal certification. In a 
replicated study, White (1980) found that more principals had advanced degrees though 
not in educational administration. The turnover rate o f principals staying in the same 
school had decreased since the Jaqua (1967) study.
Lawson (1984). an educator who served in various leadership positions in the 
Adventist system including academy principal and conference superintendent, reviewed 
the length o f service for principals in 92 Seventh-day Adventist day and boarding
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secondary schools from 1948-1983. His research included the means for total years o f 
service for academy principals as 5.2 years. Their years of service in an academy were 
3.6. Boarding academy principals averaged 3.6 years o f service and day academy 
principals averaged 4 years (H. D. Lawson, personal communication. April 7. 2002).
His study resulted in several conclusions:
1. Academy principals were not making the principalship a lifelong career.
2. Principal turnover was so frequent that continuous effective administration of 
a school could not be provided.
3. Larger academies tended to retain their principals longer than smaller schools.
4. Day academy principals tended to stay longer than boarding school principals.
5. Geographic location affected the length o f stay.
6. In spite o f frequent principal turnover, the term of service for academy 
principals appeared to be increasing since 1970.
7. The academy principalship appeared to be a stepping-stone to other 
educational positions within the Adventist system.
8. The number o f boarding schools was decreasing while day schools were 
increasing since the 1960s.
Lawson believes his conclusions are as valid today. He continues to maintain 
records o f academy principal service. He stated that for the 2000-2001 school year, the 
average term of service for a principal in the same boarding academy was 4.2 years, and 
for day academy principals it was 3.8 years. The average for all schools was 4.0 years. 
The total years of service as principal in boarding schools was 6.9 years and 5.1 for day 
academy principals. The average for all principals was 5.8 years.
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When one compares these averages with Lawson's original study (1984) it 
appears that principals are staying in their positions slightly longer than during the 35- 
year study from 1948-1983. Although he did not make specific figure comparisons, he 
believes that principals may be staying longer in the principalship and in the same school 
than they did in his original study (H. D. Lawson, personal communication. November 
19. 2001).
Other studies investigated a variety of principal issues such as interpersonal 
relationships (Kacelenga. 1983): time-on-task expectations (Hansen, 1983): 
accountability and planning (Nash. 1992); teaching and non-teaching effectiveness 
(Ballard. 1992); and stress and burnout (Brown, 1996). These studies have provided 
important insights into the needs and training o f academy principals. There is one area o f 
study, however, which has not been explored, that o f the principal internship.
According to a number o f leading Adventist educators no formal internship has 
been widely implemented in the North American Adventist educational system (D. 
Hevener. personal communication. November 11. 2001; K. B. Bock, personal 
communication. November 12. 2001; D.Weatherall. personal communication, October 
29, 2000: R. Rice, personal communication. September 14. 2000). Discussions at various 
committee levels through the years have emphasized the need for such a program but 
these have not resulted in a unified “internship* program. A few union and local 
conferences have experimented with short-term internships, but formal field-based 
activities have been limited. Funding, organization, and implementation remain high on 
the list as inhibiters to such planning.
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Adventist educators do not hesitate to express their support for developing an 
internship program. "I have endorsed the idea for years and know that it can have a 
positive effect on the attraction and retention of people considering principalship” (Lanny 
Hurlbert. Director of Education for the North Pacific Union Conference, Hurlbert, 
personal communication, September 20. 2000). Fred Stephen, former Director o f 
Education for the Lake Union Conference states “There is a crucial need to develop an 
internship program for principals which is characterized by spiritual values, management 
skills and a clearly defined mission” (personal communication. October 2. 2000).
Perhaps Don Weatherall. former Associate Director of Education for the North American 
Division o f Seventh-day Adventists, best summarizes the attitude of Adventist educators, 
when he says.
We (the SDA education system) in all our professional educational training 
program probably do the poorest in the area o f preparing individuals to become 
school administrators o f any area we have. The program we have followed 
through the years is exactly backwards of what should be happening. We set our 
people up for failure and as a result we have the highest rate of turnover in that 
area o f all positions in the church. With our present longevity of 1.7 years (Corky 
Lawson) we bum up and bum out some very good potential administrators . . .
.We have been following the practice of looking at potential administrators and 
put them in the role with a little advice, and a handbook and tell them to go to it.
If they succeed then we will usually send them off to a university to get a degree 
in administration but by that time we have lost some good people. We 
desperately need to give them some training to prepare them for what is going to 
happen. (D. Weatherall. personal communication, October 29, 2000)
Adventist schools of higher education at Andrews University, La Sierra
University. Southern Adventist University, and Walla Walla College offer excellent
programs in educational administration. Andrews University has an internship
component called fieldwork. Students are required to do 120 clock hours o f work in an
administrative setting. The specific fieldwork component is custom-fit to the needs o f the
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student (L. Furst, personal communication, November 19. 2001). La Sierra University 
provides an internship component, which is optional for their degree but not optional for 
the state administrative credential. Two hundred hours o f on-site observation are 
required (E. Boyatt. personal communication. November 19, 2001). The Southern 
Adventist University master’s program in educational administration does not include an 
internship (G. Babcock, personal communication, November 18. 2001). Walla Walla 
College includes internship components in their administrative curriculum; however, 
students are not required to participate as a requirement toward graduation unless they are 
expecting to apply for state certification. Washington certification requires 720 clock 
hours spread out over 1 academic year (S. Pawluk, personal communication, November 
19, 2001). Internships vary from simple field observation to evaluation according to the 
competency standards o f the National Policy Board for Educational Administration.
The preceding statements by leading Adventist educators underscore their 
recognition of the need for a formal internship for academy principals. Yet. attempts to 
prepare candidates for principal leadership within the system have been spasmodic and 
inconsistent. The public system of education has long recognized the importance o f such 
preparation and has taken dynamic steps to meet their perceived needs.
The question for research is whether the principal internship is the perceived need 
of a few Adventist educational leaders or a broadly recognized need by most of those 
formally involved in the Seventh-day Adventist educational system in North America.




The purpose o f this study was to examine the perceived need and recommended 
competencies for a secondary-school principal internship program in the Seventh-day 
Adventist educational system in North America and the recommended delivery systems if 
such a need was determined. The population asked to participate in the survey was 
limited to Seventh-day Adventist senior academy board chairs, senior academy 
principals, conference and union superintendents of education, and Adventist college and 
university professors o f education within the North American Division o f Seventh-day 
Adventists.
The groups surveyed included the entire population of leaders in the North 
American Division o f Seventh-day Adventist education (n = 297) who are currently 
serving as secondary academy board chairmen (n = 91), senior academy principals 
(n = 98), conference and union superintendents (n = 66), and college and university 
professors (n = 42) serving in education departments or schools o f education in the 
United States and Canada. The data were collected and analyzed to exhibit the views of 
the surveyed group in regard to their perceptions o f the need for a principal internship 
program, the competencies to be included, and the appropriate delivery systems to 
accomplish the task. The study was guided by the following questions:
40
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1. To what extent is a formal internship program an important component in 
the preparation o f Seventh-day Adventist secondary school principals?
2. What are the curricular competencies recommended by the surveyed 
population for an internship preparation program?
3. What do these four groups recommend as delivery systems or options for 
internship preparation?
Instrumentation
A single data-collection instrument (Appendix A) was used to survey the 
designated population after being piloted by selected Adventist educators who have 
served in a variety o f  leadership positions such as principals, superintendents, and church 
or school administrators. Some had recently retired from active service and others 
continue in other administrative positions. Professors at three Seventh-day Adventist 
college/universities that sponsor fieldwork or principal internship programs also reviewed 
the instrument: Andrews University, LaSierra University, and Walla Walla College.
Questions and statements for the survey were adapted from competencies 
recommended by the National Association o f Secondary School Principals, The National 
Policy Board, the Interstate Schools Leaders Licensure Consortium, and interviews with 
Adventist educational leaders in North America. The instrument was divided into four 
sections: (a) internship needs; (b) internship competencies; (c) delivery systems; and (d) 
demographic information. The survey sought answers based on the perceptions of the 
respondents.
The first section dealt with the perceived need for a principal internship program. 
There were four statements with a 0-4 scale from which the respondents could choose (0)
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no importance; (1) some importance; (2) important; (3) very important; or (4) essential as 
a response. Question 5 asked for a simple checkmark to indicate the length of the 
internship recommended (1 year, one semester. 9 weeks, or unspecified).
Section 2 described internship competencies. It contained a series o f statements 
summarizing issues related to principal competencies (observable behaviors which 
demonstrate knowledge and skills for the job). There were five areas for consideration: 
(a) importance of the statement as it related to a competency; (b) whether it was a natural 
characteristic inherent within the individual; and the best places for learning the 
competency as in (c) the classroom; (d) during an on-site internship; or (e) through job 
experience. The respondent was requested to circle the number (0-4) for each of the five 
areas that he/she believed best represented the degree o f importance or the measure o f 
learning for each statement.
The third section on recommended delivery systems consisted o f four statements 
concerning four leadership groups in Adventist education: The North American Division 
Office o f  Education, the Union Offices o f Education, the Adventist local conference 
offices o f  education, and Adventist college and university education departments or 
schools. The participants were invited to recommend the amount o f involvement each 
organization should have in the process o f planning, implementing, coordinating, and 
evaluating a principal internship process. They were requested to make a single best 
choice for each statement from six (a-f) options.
The final section of the survey asked for general demographic information with a 
final question requesting information about those who had or are currently serving as 
secondary school principals.
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Population
This study was limited to four groups o f participants who are professionally 
responsible for the education and/or employment o f secondary-school principals within 
the Seventh-day Adventist educational system in the North American Division. There 
were 297 leaders in the entire target population, therefore each member o f the four 
groups, academy board chairmen (n -  91), senior academy principals (n = 98), union and 
local superintendents (n = 66), and college and university professors serving in education 
departments or schools o f  education (n = 42) were invited to complete the survey.
Collection of Data
The survey was developed by the researcher and submitted for content validation 
to a pilot group o f Adventist educators. Eight educators who served in a variety of 
educational leadership positions within the Seventh-day Adventist school system 
evaluated the survey and made recommendations regarding format, content, focus, and 
relevance to the research questions. A copy o f the survey with appropriate revisions was 
then sent to my doctoral committee for final approval.
A personal letter o f request for participation and a cover letter o f  recommendation 
by then serving Vice-President for Education in North America, Richard Osborn. Ph.D., 
accompanied the survey (see Appendix C). Return stamped envelopes were included.
Union and conference offices of education were contacted to assure the correct 
mailing to current educators serving in each o f the four population groups within the 
North American Division o f the Seventh-day Adventist Church.
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The surveys were printed on a different color paper for each group to facilitate 
ease o f tabulation. A personal postcard was sent to each survey recipient 2 weeks after 
the initial mailing o f the survey. A second card was posted at the 4-week mark. Each 
card included a thank-you to those who had responded, encouraged those who had not to 
complete and return their survey, and provided a phone number and email address for 
personal communication. The cut-off date for survey responses was 8 weeks after the 
original mailing.
Research Questions
The three questions that guided this study were:
Question 1: To what extent is a formal internship an important component in the 
preparation of Seventh-day Adventist secondary-school principals as perceived by board 
chairmen, secondary-school principals, local and union superintendents, and university 
and college professors o f  education?
Question 2: (a) What are the curricular components recommended by the 
surveyed population for an internship preparation program and (b) where are these best 
learned?
Question 3: What do these four groups recommend as delivery systems or 
options for internship preparation?
Hypotheses
There were 394 null hypotheses tested in the first three sections o f the survey. 
Five null hypotheses were tested in the internship needs section; 385 in the competencies 
section; and 4 in the delivery systems section. One-way ANOVA was used to analyze
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these hypotheses with the exception o f null hypothesis 5 in the internship needs section 
and null hypotheses 391-394 in the delivery systems section. Chi-square analysis was 
used to determine any patterns of association among the variables.
Analysis of Data
For the purpose of this study there were three research questions and 394 null 
hypotheses.
Question 1: To what extent is the formal internship an important component in 
the preparation of Seventh-day Adventist secondary-school principals as perceived by 
board chairmen, local and union superintendents, secondary-school principals, and 
university and college education professors?
This research question was analyzed by a descriptive analysis with percentages 
for each response for each item. Null hypotheses 1-4 were tested using one-way 
ANOVA. Null hypothesis 5 used Chi-square analysis.
Question 2: What are the curricular competencies recommended by the surveyed 
population for an internship preparation program?
Three hundred eighty-five null hypotheses were tested (6-390) in the section on 
internship competencies. A mean (A/) was developed for each of the four groups for the 
importance of each item or sub-competency and then analyzed using one-way ANOVA. 
Significance was determined at the .05 level. A mean (M) was generated for each place 
o f learning or development for these sub-competencies, and comparisons were made 
between their means. A sub-competency was classified as very important if the score 
was 3.50 and above. Scores between 3.00 and 3.49 were considered important. Scores 
between 2.50 and 2.99 were considered somewhat important.
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There were 14 null hypotheses in section 2 for internship competencies. One-way 
ANOVA was used to test these hypotheses for significant differences between the groups 
at the .05 level. For hypotheses that were rejected, post hoc Student-Newman-Keuls tests 
with significance at the .05 level were conducted to determine where the differences 
existed.
Question 3: What do these four groups recommend as delivery systems or 
options for internship preparation?
Chi-square analysis was used to determine any patterns o f association.
Delimitations of the Study
This study was limited to the respondents within the Seventh-day Adventist 
educational system in North America who completed and returned the author-generated 
survey.
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CHAPTER IV 
PRESENTATION AND ANAYSIS OF DATA 
Introduction
The purpose o f this study was to examine the views of secondary school board 
chairs, senior academy principals, union and local superintendents, and college and 
university professors o f education in Seventh-day Adventist institutions in the North 
American Division o f Seventh-day Adventists regarding their perceptions o f the need for 
a secondary school principal internship program, the competencies that should be 
included, and the appropriate delivery system/s to accompany them. No formal study 
among Seventh-day Adventists was discovered which directly addressed the perceived 
need for a principal internship.
The entire population (N = 297) o f the four groups was sent author-generated 
surveys. This process was described in chapter 3. There were 91 academy board chairs 
with 29 respondents (32%); of 98 principals 40 returned surveys (41%); 66  union and 
local superintendents provided 18 returns (27%); and 29 of 42 college/university 
professors responded to the survey (69%). The overall response rate was 39%. The 
current data results represent an analysis o f  their responses (n = 116). Numbers fluctuate 
throughout the statistical data presentations because not all respondents chose to answer 
every question. A demographics component was included in the final section of the
47
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survey to provide information about the respondents. The total number o f respondents, 
including those who did not answer the gender and age questions, was n =  116.
Ninety-five male (81.9%) and 20 female (17.2%) respondents with one 
unreported (.9%) for a total of 116 are represented in Table 1. The data for Table 2 
groups the respondents by age categories. The majority o f respondents (87%) were 
between the ages of 40 and 59.
Table 1. Gender
Position Male Female Totals %
Board Chairmen 24 5 29 25
Principals 37 3 40 35
Superintendents 13 5 18 16
College/University
Professors 21 7 28* 24
Totals 95 20 I 115* 100
a One professor did not answer the question on gender.
Table 2: Age Categories
Position 30-39 40-49 50-59 60+ Totals %
Board Chairs 2 10 12 5 29 25
Principals 1 16 17 6 40 35
Superintendents 15 3 18 16
College/University
Professors 5 12 11 28* 24
Totals 3 31 56 25 115* 100
1 One professor did not answer the question on age.
Table 3 describes the years of denominational service for all respondents. The 
majority o f respondents (77%) reported 20-39 years o f experience in Seventh-day 
Adventist church service.
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Table 3. Years o f Denominational Service
Position Years of Denominational Service TotalsNone | 1-5 6-10 11-15 16-20 21-30 31-39 404-
Board Chairmen 12 I 9 5 1 28*
Principals 3 5 18 12 40
Superintendents 1 1 1 9 5 1 18
College/University
Professors 1 3 4 8 11 1 28*
Totals 13 1 7 11 44 33 5 114*
* One board chair and one professor did not answer the question on denominational service.
Question 4 in section 1 requested demographic information. It was divided into 
five parts and was specifically directed to respondents who were serving or had served as 
secondary academy principals. The combined results indicated that 41 (35.3%), 
including a board chair and a college/university professor, were currently serving as 
principals. Nine board chairmen. 17 superintendents, and 24 professors indicated that 
they had served as academy principals. The combined total was 91 or 79.3% of the total 
respondents to the survey. Twelve had participated in a principal internship program. 
Three trained at public schools, 1 was not specific, 6 indicated that they received their 
experience in a university, and the other 2 did not identify any source.
The information requested in section 4-E referred to the highest degree for those 
who were or had served as academy principals. Some respondents chose to answer this 
question who had not served in that capacity, therefore, with the exception of currently 
serving principals, the data do not precisely reflect the responses o f  the designated group.
Of the 40 currently serving principals in the group, 3 have bachelor's degrees, 29 
have completed a master’s program, 1 is an educational specialist, and 7 have doctoral 
degrees. The data for the service years of the 40 currently serving principals appear in 
Table 4.
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Table 4. Years of Service as Principal










The hypotheses, data, and analysis correspond with the first three sections o f the 
survey: (1) Internship Needs. (2) Internship Competencies, and (3) Delivery Systems. 
The demographics of the groups are described in the preceding paragraphs.
Null hypotheses were developed for the three sections and the presentation o f data 
and analysis will follow these divisions.
Three research questions guided this study:
Question 1: To what extent is a formal internship an important component in the 
preparation o f  Seventh-day Adventist secondary -school principals as perceived by board 
chairmen, secondary-school principals, local and union superintendents, and university 
and college professors o f education?
Question 2: What are the curricular components recommended by the surveyed 
population for an internship preparation program and w'here are these best learned?
Question 3: What do these four groups recommend as delivery systems or 
options for internship preparation?
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Hypotheses and Data Analysis
Internship Needs
The research question that guided the survey section on internship needs is: 
Question 1: To what extent is a formal internship an important component in the 
preparation o f Seventh-day Adventist secondary-school principals as perceived by board 
chairs, secondary school principals, local and union superintendents, and university and 
college professors of education?
This section covers the data analysis associated with testing the five null 
hypotheses in the first section o f the survey instrument. Table 27 in Appendix B presents 
the composite results for null hypotheses 1 -4, corresponding to the section on internship 
needs. One-way ANOVA was used to analyze these null hypotheses. Each ANOVA 
table includes the mean (A/), standard deviation (SD), and sample sizes (N) for the 
responses o f  the four categories o f the respondents, and the overall statistics in these 
categories for the four groups in the study. The level o f  importance is indicated by the 
value of the mean that could range from no importance (0) to very important (4). 
Hypothesis 5 uses Chi-square analysis and is viewed separately.
The letters IN and the number o f the statement (1-4) in this section identify 
internship needs statements. The results for each null hypothesis are as follows:
Null hypothesis 1 (IN I): There are no significant differences among the 
responses o f  academy board chairs, academy principals, superintendents, and 
college/university professors related to the inclusion o f an internship in the training of 
principals.
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This null hypothesis was retained. All four groups tended to agree that an 
internship should be an integral part of the training for principals. An examination o f the 
means shows that they all believe that an internship is very important, not just optional 
(overall M  = 3.32).
Null hypothesis 2 (IN2): There are no significant differences among the 
responses o f academy board chairs, academy principals, superintendents, and 
college/university professors related to the requirement of an internship or its equivalent 
for administrative certification.
This null hypothesis was retained. All four groups tended to agree that an 
internship or its equivalent should be required for administrative certification. The 
overall M  o f 2.69 suggests that all of the groups believe this requirement is somewhat 
important.
Null hypothesis 3 (IN3): There are no significant differences among the 
responses o f academy board chairs, academy principals, superintendents, and 
college/university professors related to the uniformity for training of day and boarding 
school principals. See Appendix B, Table 27.
This null hypothesis was retained. The responses of all four groups support the 
belief that prospective and new principals should experience the same training whether 
preparing for day or boarding school leadership (Overall M = 2.45). See Appendix B, 
Table 27.
Null hypothesis 4 (IN4): There are no significant differences among the 
responses o f academy board chairs, academy principals, superintendents, and
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college/university professors related to the internship as an effective tool in shortening 
the learning curve for new principals.
This null hypothesis was retained. All four groups tended to agree (overall M = 
3.27) that an internship was very important for shortening the learning curve for effective 
school administrative leadership. See Appendix B. Table 27.
Null hypothesis 5: There are no significant differences among the responses of 
academy board chairs, academy principals, superintendents, and college/university 
professors related to the length o f time recommended for an internship.
This null hypothesis was retained (x2 = 12.561. d f -  12./?= .402). Sixty-one 
respondents across all four categories agreed that the length of an internship should be 1 
year (53.5%). A 6-month term was recommended by 33 (28.9%), with the rest o f the 
respondents selecting the 9 weeks (8) or unspecified categories (12). This indicates that 
there were no significant differences betw een the responses of the four groups. Most 
respondents agreed that there should be an internship of at least 6 months to 1 year in 
length.
Internship Competencies
There are 22 divisions (A-V) in this section that describe the data analysis 
associated with testing the 385 null hypotheses in the second section o f the survey 
instrument, titled Internship Competencies. The ANOVA tables, statistics tables, and 
null hypotheses corresponding to each section are found in Appendix B. These tables 
include the means, standard deviations, sample sizes o f the respondents, and the overall 
means for the four groups.
The research questions that guided the section on internship competencies are:
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Question 2: (a) What are the curricular components recommended by the 
surveyed population for an internship preparation program; and (b) where are these best 
learned?
Each competency, defined as an observable behavior that demonstrates that the 
person has the knowledge and skills to do the job. was tested in five different scales. 
They are:
1. Importance (1): The degree o f importance attached to the statement as a 
characteristic o f the principalship.
2. Natural Characteristic (N): Inherent within the individual: cannot be taught.
3. Classroom (C ): Formal learning that may be taught in the context o f a course, 
seminar, lecture, etc.
4. Internship (In): A field-based learning experience under the direction o f  a 
mentor in the school setting.
5. Job (J): Learning w hich best takes place in the context of employment as 
compared to learning prior to the job.
The scales were divided into five choices within each category. They are listed
as:
0 = Not related to this competency
1 = A small part of the learning may occur here
2 = A good place for some o f the learning related to this competency
3 = One of the main places (along with others) for learning this competency
4 = The best placed for learning this competency
Tables 28-104 (See Appendix B) present the statement o f each null hypothesis 
with their corresponding characteristics. Each hypothesis statement table is linked to the 
responses o f the four surveyed groups with totals. F  ratio, probability, and decision of
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significance. The respondents were asked to circle their one best choice in each 
competency and sub-competency by circling numbers 0-4. A mean between 3 and 4 
indicates that the respondents perceived this competency as important or very important 
and recommended the sub-competencv(s) (natural, classroom, internship, and job) as the 
best places for learning.
Leadership (Section 2-A in the survey)
The competency of leadership includes spiritual self-perception, facilitating a 
shared vision, and creating a school climate for learning. Three statements with 15 null 
hypotheses (6-20 ) state that there are no significant differences among the responses of 
the four surveyed groups. Leadership statement A 1 asked the respondents to react to the 
■perception of se lf  as a spiritual leader. Table 28 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (6 - 10) for the “perception of self ' as a spiritual 
leader statement.
Null hypothesis 6 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed ’perception of self as a spiritual leader as very 
important (3.63).
Null hypotheses 7-10 were retained. The four groups were not significantly 
different for these four categories at the .05 level. The total group believed this 
competency was more likely a natural characteristic (3.03) than something learned 
formally (2.07) or experienced through an internship (2.51) or on the job (2.58).
Leadership statement A2 asked the respondents to react to the importance of the 
leader as facilitator o f a shared school vision. Table 29 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (11-15).
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Null hypothesis 11 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed the principal as facilitator o f a shared school 
vision as very important (3.74).
Null hypotheses 12-15 were retained. The four groups were not significantly 
different for these four categories at the .05 level. The total group thought this 
competency w’as more likely learned through the internship (3.10) and on-the-job 
experience (3.06).
Leadership statement A3 asked the respondents to react to "creating a climate for 
learning and self-direction." Table 30 (Appendix B) summarizes the statistics pertaining 
to the five null hypotheses (16-20) for creating a climate for learning and self-direction.
Null hypothesis 16 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed the "creating a climate for learning and self- 
direction" statement as very important (3.74).
Null hypotheses 17-20 were retained. The four groups were not significantly 
different for these four categories at the .05 level. The total group thought this 
competency was more likely learned on the job  (3.30) or through internship experience 
(3.19).
Information Collection (Section 2-B in the survey)
The competency of seeking relevant information about policies, rules, laws, 
procedures, and practices and the ability to establish relationships among issues and 
events to reach effective conclusions or decisions are evaluated in four statements. There 
are 20 null hypotheses (21-40), which state that there are no significant differences 
among the responses o f  the four surveyed groups.
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Information statement B 1 asked the respondents to react to the "seeking for 
information about policies, rules, laws, procedures, and practices." Table 31 (Appendix 
B) summarizes the statistics pertaining to the five null hypotheses (21-25) about seeking 
information about policies, rules, laws, procedures, and practices statement.
Null hypothesis 21 was retained. The four groups were not significantly  different 
at the .05 level. The total group viewed the perception of seeking information about 
policies, rules, laws, procedures, and practices as important (3.34).
Null hypotheses 22-25 were retained. The four groups were not significantly 
different for these four categories at the .05 level. The total group believed this 
competency was more likely learned by an internship (3.38). on the job (3.30). or during 
the formal learning process (2.96).
Information statement B2 asked the respondents to react to “seeking relevant 
information to relate issues and events." Table 32 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (26-30) for the “seeking relevant 
information" statement.
Null hypothesis 26 wras retained. The four groups were not significantly different 
at the .05 level. The total group viewed the perception o f “seeking relevant information 
to relate issues and events" as important (3.14).
Null hypotheses 27-30 were retained. The four groups were not significantly 
different for these four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.17) and during an internship (3.12).
Information statement B3 asked the respondents to react to the “organizing of 
information for decision-making." Table 33 (Appendix B) summarizes the statistics
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pertaining to the five null hypotheses (31-35) for the organizing information for decision­
making statement.
Null hypothesis 31 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed the perception o f organizing information for 
decision-making as important (3.33).
Null hypotheses 32-35 were retained. The four groups were not significantly 
different for these four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.21) and through an internship (3.11).
Information statement B4 asked the respondents to react to “avoiding decisions 
without sufficient data". Table 34 (Appendix B) summarizes the statistics pertaining to 
the five null hypotheses (36-40) for the "avoiding decisions without sufficient data" 
statement.
Null hypothesis 36 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed the avoidance of making decisions without 
sufficient data as very' important (3.65).
Null hypothesis 37 was rejected (F3, IOi = 4.80, p  = .004). A post hoc Student- 
Newman-Keuls test for B4-N revealed that college and university professors, board 
chairs, and superintendents did not differ in their perception about the natural 
characteristic of avoiding decisions without sufficient data. All groups believed that this 
characteristic was important. Academy principals, however, rated this natural 
characteristic significantly higher than college and university professors and board chairs. 
See Table 5.
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Table 5. Student-Newman-K.euls Test for B4-N
Groups M Professors j Chairs Supts. Principals
Professors 2.44
Board chairs 2.52 NS -
Superintendents 3.06 NS NS -
Principals 3.22 • • NS -
NS = No significant differences. 
•Significantly different at the <.05 level.
Null hypotheses 38-40 were retained. The four groups were not significantly 
different for the three categories at the .05 level. The total group believed this 
competency was more likely to be learned on the job  (3.45) and during an internship 
(3.17).
Problem Analysis (Section 2-C in the survey)
Problem analysis is that ability to identify and analyze problems using relevant 
information, seeking additional information as needed, and framing issues and identifying 
possible causes. Often it requires the leader to assist others in forming reasoned opinions 
about problems and issues. Four competency statements are identified by 20 null 
hypotheses (41-60). which state that there are no significant differences among the 
responses of the four surveyed groups.
Problem analysis statement Cl asked the respondents to react to “ identifying and 
analyzing problems with relevant information.” Table 35 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (41-45) for the identifying and analyzing 
problems statement.
Null hypothesis 41 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed the perception of “identifying and analyzing 
problems with relevant information” as very important (3.61).
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Null hypotheses 42-45 were retained. The four groups were not significantly
different for the 4 categories at the .05 level. The total group believed this competency
was more likely learned on the job (3.30) and during an internship (3.22).
Problem analysis statement C2 asked the respondents to react to the ‘framing of 
issues and identifying probable causes.' Table 36 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (46-50) for the ‘framing of issues' statement.
Null hypothesis 46 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed perceived the “framing of issues and identifying 
probable causes” as important (3.35).
Null hypotheses 47-50 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned through an internship (3.16) or on the jo b  (3.15) 
than something learned formally (2.70) or a natural characteristic (2.47).
Problem analysis statement C3 asked the respondents to react to “seeking 
additional information as needed.” Table 37 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (51-55) for the “seeking of additional information” 
statement.
Null hypothesis 51 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed “seeking of additional information as needed" as 
important (3.49).
Null hypothesis 52 was rejected (F3 iqq = 5.76, p  = .001). A post hoc Student- 
Newman-Keuls test for C3-N revealed that board chairs and college and university 
professors did not differ in their perception about the natural characteristic o f  seeking
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additional information as needed. The four groups believed that this characteristic was of 
some importance. Superintendents rated this natural characteristic significantly higher 
than all other groups. See Table 6 .
Table 6 . Student-Newman-Keuls Test for Cli-N
Groups M Board Chairs Professors Principals Supts.
Board chairs 2.37 -
Professors 2.44 NS -
Principals 2.89 NS NS -
Superintendents 3.29 • * NS -
NS = No Significant differences. 
•Significantly different at the <.05 level.
Null hypotheses 53-55 were retained. The four groups were not significantly 
different for the three categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.30) or through an internship (3.16).
Problem analysis statement C4 asked the respondents to react to “‘assists others in 
forming reasoned opinions about problems and issues.’* Table 38 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (56-60) for the “assists 
others” statement.
Null hypothesis 56 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed “assisting others in forming reasoned opinions” 
as important (3.38).
Null hypotheses 57-60 were retained. The four groups were not significantly 
different for the 4 categories at the .05 level. The total group believed this competency 
was more likely learned on the job (3.23) or in an internship (3.11).
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Judgment (Section 2-D in the survey)
The competency o f  judgment reaches logical conclusions by giving priority to 
significant issues and making quality, timely decisions using the best available 
information. Two statements are evaluated using 10 null hypotheses (61-70). which state 
that there are no significant differences among the responses o f  the four surveyed groups.
Judgment statement D1 asked the respondents to react to "reaches logical 
conclusions and m akes quality, timely decisions." Table 39 (Appendix B) summarizes 
the statistics pertaining to the five null hypotheses (61-65) for the "reaching logical 
conclusions" statement.
Null hypothesis 61 was retained. The four groups were not significantly different 
at the .05 level. T he  total group viewed "reaching logical conclusions and making 
quality, timely decisions" as very’ important (3.84).
Null hypothesis 62 was rejected (Fy, m: = 3.35. p  = .022). A post hoc Student- 
Newman-Keuls test for D l-N  revealed that college and university professors did not 
differ from board chairs and principals about the natural characteristic of reaching logical 
conclusions with good information. Superintendents rated this natural characteristic 
significantly higher than college and university professors. See Table 7.
Tabie 7. Student-Newman-Keuls Test for D l-N
! Groups m 1 Professors Chairs Principals Supts.
I Professors 2.73 1i
1 Board chairs 2.96 | NS
| Principals 3.17 ! NS NS -
I Supenntendents 3.53 i NS NS -
NS = No Significant d ifferences. 
•Significantly different at the <.05 level.
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Null hypotheses 63-65 were retained. The four groups were not significantly 
different for the three categories at the .05 level. The total group thought this 
competency was more likely learned on the job (3.21) or during an internship (3.01) than 
something learned formally (2.48).
Judgment statement D2 asked the respondents to react to “giving priority to 
significant issues." Table 40 (Appendix B) summarizes the statistics pertaining to the 
five null hypotheses (66-70) for the ‘priority' statement.
Null hypothesis 66 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed "giving priority to significant issues” as very 
important (3.70).
Null hypothesis 67 was rejected (F3> i02 = 3.13,p = .029). A post hoc Student- 
Newman-Keuls test for D2-N revealed that though the groups ranged from 2.42 
(professors) to 3.08 (principals), there were no significant differences between the four 
groups in their perception about the natural characteristic o f giving priority to significant 
issues. See Table 8 .
Table 8 . Student-Newman-Keuls Test for D2-N
Groups m Professors Chairs Supts. Principals
Professors 2.42 -
Board chairs 2.63 NS -
Superintendents 3.00 NS NS -
Principals 3.08 NS NS NS -
NS = No Significant differences.
Null hypothesis 69 was rejected (F3, 104 = 2.82. p  = .043). A post hoc Student- 
Newman-Keuls test for D2-In revealed that superintendents differed from all other
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groups. They rated the experience o f  giving priority to significant issues significantly  
lower than board chairs, principals, and professors. See Table 9.
Table 9. Student-Newman-Keuls Test for D2-In
Groups m | Supts. Chairs Principals Professors
Superintendents 2.72 -
Board chairs 3.14 * -
Principals 3.17 • NS -
Professors 3.27 • NS NS -
NS = No Significant differences. 
•Significantly different at the <.05 level.
Null hypotheses 68 and 70 were retained. The four groups were not significantly 
different at the .05 level. The total group believed this competency was more likely 
learned on the job (3.32) than something learned formally (2.66).
Organizational Oversight (Section 2-E in the survey)
The competency of organizational oversight includes establishing procedures to 
manage activities and monitor projects, demonstrating effective classroom supervision, 
overseeing financial and facility matters, and directing safety management for students. 
Four statements are evaluated with 20 null hypotheses (71-90), which state that there are 
no significant differences among the responses of the four surveyed groups.
Organizational statement El asked the respondents to react to “establishing 
procedures to manage activities and monitor projects for agreed deadlines.” Table 41 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (71-75) for 
this statement.
Null hypothesis 71 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed “establishing procedures to manage” as
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important (3.49). Null hypotheses 72-75 were retained. The four groups were not
significantly different for the four categories at the .05 level. The total group believed
this perception was more likely to occur on the job (3.27) or during an internship (3.21).
Organizational statement E2 asked the respondents to react to “demonstrating 
classroom supervision.” Table 42 (Appendix B) summarizes the statistics pertaining to 
the five null hypotheses (76-80) for the “supervision” statement.
Null hypothesis 76 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed “classroom supervision” as important (3.48).
Null hypotheses 77-80 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur during an internship (3.34), on the job (3.27), or 
learned formally in the classroom (3.08).
Organizational statement E3 asked the respondents to react to “providing effective 
oversight of financial and facility matters.” Table 43 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (81-85) for the financial and facility 
oversight statement.
Null hypothesis 81 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed “effective oversight o f financial and facility 
matters" as very important (3.58).
Null hypotheses 82-85 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.50) or during an internship (3.23).
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Organizational statement E4 asked the respondents to react to "directing and 
supporting dormitory and village student safety and m anagement."  Table 44 (Appendix 
B) summarizes the statistics pertaining to the five null hypotheses (86-90) for the student 
safety and m anagement statement.
Null hypothesis 8 6  was retained. The four groups were not significantly different 
at the .05 level. The total group viewed student safety and management as important 
(3.23).
Null hypotheses 87-89 were retained. The four groups were not significantly 
different for the three categories at the .05 level. The total group thought this 
competency was more likely to occur on the job (3.37) or during an internship (3.17).
Null hypothesis 90 was rejected (F 3.99 = 3.07. p  = .032). Though the four groups 
agreed that the experience o f  directing and supporting student safety was important on 
the job (3.37). there were significant differences between the groups at the .05 level. 
Principals rated this highest (3.61). followed by superintendents (3.41) and 
college/university professors (3.35), while board chairmen rated this lower (3.07).
A post hoc Student-Newman-Keuls test for E4-J revealed that principals rated the 
practice of directing and supporting student safety management significantly higher than 
board chairs. See Table 10.
Table 10. Student-Newm an-Keuls Test for E4-J
Groups 111 Board chairs Professors Supts. Principals
Board chairs 3.07 -
Professors 3.35 NS -
Superintendents 3.41 NS NS -
Principals 3.61 * NS NS -
NS = No Significant differences. 
‘ Significantly different at the < .05 level.
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Implementation Skills (Section 2-F in the survey)
The competency o f developing implementation skills that puts programs and 
change efforts into effective action, establishes checkpoints, provides “midcourse” 
corrections, and adapts to new conditions is evaluated in four statements. Twenty null 
hypotheses (91-110) state that there are no significant differences among the responses of 
the four surveyed groups.
Implementation statement FI asked the respondents to react to “putting programs 
and change efforts into action.” Table 45 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (91-95) for the statement.
Null hypothesis 91 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed “putting programs and change efforts into 
action" as important (3.38).
Null hypotheses 92-95 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.31) and during an internship (3.07).
Implementation statement F2 asked the respondents to react to “establishing 
projects checkpoints and monitoring progress.” Table 46 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (96-100) for the implementation 
statement.
Null hypothesis 96 was retained. The four groups were not significantly different 
at the .05 level. The total group v iewed “checkpoints and monitoring” as important 
(3.15).
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Null hypotheses 97-100 were retained. The four groups were not significantly
different for the four categories at the .05 level. The total group believed this
competency was more likely to occur during an internship (3.15) and on the job (3.13).
Implementation statement F3 asked the respondents to react to “providing 
midcourse corrections when outcomes start to diverge from those intended.” Table 47 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (101-105) 
for the midcourse correction statement.
Null hypothesis 101 w'as retained. The four groups were not significantly 
different at the.05 level. The total group viewed “midcourse corrections when outcomes 
start to diverge” as important (3.40).
Null hypotheses 102-105 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.30) and during an internship (3.16).
Implementation statement F4 asked the respondents to react to the ability to 
“recognize new conditions and make appropriate adaptations.” Table 48 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (106-110) for the 
"recognition and adaptation” statement.
Null hypothesis 106 was retained. The four groups were not significantly 
different at the .05 level. The total group view's "recognition and adaptation” as very 
important (3.50).
Null hypotheses 107-110 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this
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competency was more likely learned on the job (3.31) and during an internship (3.10) 
than something natural (2.56) or learned formally (2.34).
Delegation of Authority (Section 2-G in the survey)
The competency of delegation o f authority that assigns projects, tasks, and 
responsibilities with clear authority to accomplish them in a timely and acceptable 
manner while maintaining follow-ups on delegated tasks is evaluated in two statements. 
Ten null hypotheses (111 -120) stated that there are no significant differences among the 
responses o f the four surveyed groups.
Delegation statement G1 asked the respondents to react to the “assigning of 
projects, tasks, and responsibilities with clear authority for their accomplishment.” Table 
49 (Appendix B) summarizes the statistics pertaining to the five null hypotheses (111- 
115) for the statement.
Null hypothesis 111 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed delegation with authority as very 
important (3.65).
Null hypotheses 112-115 were retained. The four groups were not significantly 
different for the four categories at the .05 level. All groups thought this competency was 
more likely to occur on the job (3.48) and during an internship (3.08).
Delegation statement G2 asked the respondents to react to “follows-up on 
delegated activities.” Table 50 (Appendix B) summarizes the statistics pertaining to the 
five null hypotheses (116-120) for the statement.
Null hypothesis 116 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed follow-up as very important (3.56).
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They believed this competency was more likely to occur on the jo b  (3.41) and during an 
internship (3.17).
Null hypotheses 117-119 were retained. The four groups were not significantly 
different for the three categories at the .05 level. They believed that following up on 
delegated activities was best learned on the job  (3.41) or during an internship (3.17).
Null hypothesis 120 was rejected (F?. wo = 3.43. p = .020). A post hoc Student- 
Newman-Keuls test for G2-J revealed that superintendents rated the practice of following 
up on delegated activities significantly higher than board chairs. See Table 11.
Table 11. Student-Newman-Keuls Test for G2-J
Groups i M Board chairs ! Principals Professors i Supts. |
! Board chairs ! 3.08 ; 1 !
Principals 3.38 I NS I i  J  |
Professors 3.50 I NS i NS I
Superintendents | 3.82 ! ^  I NS NS I - I
NS = No Significant differences. 
’ Significantly different at the < .05 level.
Instruction and the Learning Environment (Section 2-H in the survey)
The competency of instruction and the learning environment includes creating a 
school climate for learning through recognition of student developmental needs, 
instructional methods, and the accommodation of differences in cognition, culture, and 
achievement. These  are evaluated in four statements using 20 null hypotheses (121-140). 
which state that there are no significant differences among the responses o f  the four 
surveyed groups.
Instruction statement HI asked the respondents to react to “creating a school 
climate for learning." Table 51 (Appendix B) summarizes the statistics pertaining to the 
five null hypotheses (121 -125) for the statement.
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Null hypothesis 121 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed “creating a learning environment as 
very important" (3.78).
Null hypotheses 122-125 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.30) or during an internship (3.26).
Instruction statement H2 asked the respondents to react to “recognizing the 
developmental needs o f  students.” Table 52 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (126-130) for the statement.
Null hypothesis 126 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed student developmental needs as very- 
important (3.52).
Null hypotheses 127-130 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.17), through formal learning in the 
classroom (3.15). and during an internship (3.08).
Instruction statement H3 asked the respondents to react to “ensuring appropriate 
instructional methods.” Table 53 (Appendix B) summarizes the statistics pertaining to 
the five null hypotheses (131-135) for the statement.
Null hypothesis 131 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed instructional methods as important 
(3.46).
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Null hypotheses 132-135 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur by formal learning (3.19). on the job (3.16). and 
during an internship (3.06).
Instruction statement H4 asked the respondents to react to "accommodates 
differences in cognition, culture, and achievement.” Table 54 (Appendix B) summarizes 
the statistics pertaining to the five null hypotheses (136-140) for the statement.
Null hypothesis 136 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed the accommodation of differences as 
important (3.27).
Null hypotheses 137-140 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.03). closely followed by experience 
during an internship (2.99) and formal learning (2.93).
Classroom Curriculum (Section 2-1 in the survey)
The competency of planning, adjusting, and implementing good instruction for 
effective classroom supervision and class scheduling in the context o f state laws and 
regulations is evaluated in five statements. Twenty-five null hypotheses (141-165) stated 
that there are no significant differences among the responses o f the four surveyed groups.
Class curriculum statement II asked the respondents to react to "building class 
schedules which provide effective opportunities for learning and instruction." Table 55 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (141-145) 
for the statement.
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Null hypothesis 141 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed building class schedules as important 
(3.26).
Null hypotheses 142-145 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group thought this competency 
was more likely to occur during an internship (3.31) and on the job (3.28).
Classroom curriculum statement 12 asked the respondents to react to “planning 
and implementing with the staff, a framework for instruction which meets state and 
denominational requirements." Table 56 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (146-150) for the statement.
Null hypothesis 146 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed instruction to meet state and 
denominational requirements as very important (3.55).
Null hypotheses 147-150 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group thought this competency 
was more likely to occur on the job (3.32) or during an internship (3.17).
Classroom curriculum statement 13 asked the respondents to react to “adjusting 
content according to needs and conditions.” Table 57 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (151-155) for the statement.
Null hypothesis 151 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed adjusting content as important (3.23).
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Null hypotheses 152-155 were retained. The four groups were not significantly
different for the four categories at the .05 level. The total group believed this
competency was more likely to occur on the job (3.29) and during an internship (3.02).
Classroom curriculum statement 14 asked the respondents to react to "providing 
effective classroom supervision." Table 58 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (156-160) for the statement.
Null hypothesis 156 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed effective supervision as very important 
(3.61).
Null hypotheses 157-160 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.30) and during an internship (3.28).
Classroom curriculum statement 15 asked the respondents to react to 
"demonstrated familiarity with state laws and registrar records." Table 59 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (161-165) for the 
statement.
Null hypothesis 161 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed knowledge o f state laws and registrar 
records as important (3.24).
Null hypotheses 162-165 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.35). during an internship (3.09, and by 
formal learning in the classroom (3.01).
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Student Guidance and Development (Section 2-J in the survey)
The competency of student guidance and development that demonstrates 
understanding and accommodation of student growth, appropriate response to parent and 
family needs, and the ability to plan comprehensively for religious and secular activities 
is evaluated in three statements. Fifteen null hypotheses (166-180) stated that there are 
no significant differences among the responses o f the four surveyed groups.
Student guidance and development statement J 1 asked the respondents to react to 
“understands and accommodates student growth and development.” Table 60 (Appendix 
B) summarizes the statistics pertaining to the five null hypotheses (166-170) for the 
statement.
Null hypothesis 166 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed “understanding and accommodating 
student growth and development" as important (3.40).
Null hypotheses 167-170 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.16). during an internship (2.95). and 
learned formally in the classroom (2.94).
Student guidance and development statement J2 asked the respondents to react to 
“responds to parent and family needs.” Table 61 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (171 -175) for the statement.
Null hypothesis 171 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed responding to parents and families as 
very important (3.64).
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Null hypotheses 172-175 were retained. The four groups u'ere not significantly
different for the four categories at the .05 level. The total group believed this competency
was more likely learned on the job (3.36) and during an internship (3.15).
Student guidance and development statement J3 asked the respondents to react to 
"planning for religious and secular student activities." Table 62 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (176-180) for the 
statement.
Null hypothesis 176 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed religious and secular activities planning 
as very' important (3.53).
Null hypotheses 177. 178. and 180 w'ere retained. The four groups were not 
significantly different for the three categories at the .05 level. All four groups believed 
this competency was more likely to occur on the job  (3.39) or during an internship (3.26).
Null hypothesis 179 was rejected (Fy. 105 = 2.96. p = .036). A post hoc Student- 
Newman-Keuls test for J3-In revealed that principals rated the planning of religious and 
secular student activities significantly higher than superintendents. See Table 12.
Table 12. Student-Newman-Keuls Test for J3-In
Groups M j Superintendents Board Chairs Professors Principals
Superintendents 2 .94 |
Board Chairs 3.21 | NS -
Professors 3.2S I NS NS -
Principals 3.47 1 NS NS -
NS = No Significant differences. 
“Significantly different at the <.05 level.
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Staff Development (Section 2-K in the survey)
The competency of staff development includes planning, organizing, and 
facilitating programs to assist faculty and staff in identifying needs and providing 
feedback. It requires engaging faculty and others in recruitment participation and 
development activities. Four statements were evaluated. Twenty null hypotheses (181- 
2 0 0 ) stated that there are no significant differences among the responses of the four 
surveyed groups.
Staff development statement K1 asked the respondents to react to “working with 
faculty and staff to identify professional needs." Table  63 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (181-185) for the statement.
Null hypothesis 181 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed working together to identify needs as 
important (3.43).
Null hypotheses 182-184 were retained. The four groups were not significantly 
different for the three categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.49) and during an internship (3.18).
Null hypothesis 185 was rejected (Fy, 105 = 2.72. p  = .048). A post hoc Student- 
Newman-Keuls test for K l-J  revealed that superintendents rated the practice o f  working 
with staff to identify professional needs significantly higher than board chairs. See Table 
13.
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Table 13. Student-Newman-Keuls Test for Kl-J
Groups M Board chairs Professors Principals Supts.
Board chairs 3.18 -
Professors 3.56 NS -
Principals 3.56 NS NS -
Superintendents 3.71 * NS NS -
NS = No Significant differences. 
•Significantly different at the <.05 level.
Staff development statement K2 asked the respondents to react to "planning, 
organizing, and facilitating programs to improve employee effectiveness.” Table 64 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (186-190) 
for the statement.
Null hypothesis 186 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed planned employee improvement 
programs as very' important (3.56).
Null hypotheses 187-190 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.48) and during an internship (3.18).
Staff development statement K.3 asked the respondents to react to “provides 
feedback on performance.” Table 65 (Appendix B) summarizes the statistics pertaining 
to the five null hypotheses (191-195) for the statement.
Null hypothesis 191 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed the provision o f feedback as very 
important (3.54).
Null hypotheses 192-195 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.35) and during an internship (3.10).
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Staff development statement K.4 asked the respondents to react to “engaging 
faculty and others to participate in recruitment and staff development activities." Table 
66 (Appendix B) summarizes the statistics pertaining to the five null hypotheses (196- 
200) for the statement.
Null hypothesis 196 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed participative activities as important 
(3.28).
Null hypotheses 197-200 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.46) and during an internship (3.16).
Measurement and Evaluation (Section 2-L in the survey)
The competency of measurement and evaluation determines the diagnostic 
information and measurements for competence needed to meet the needs of students, 
staff, and school environment. It includes developing equivalent measures of 
competence and designing accountability mechanisms. Four statements were evaluated. 
Twenty null hypotheses (201-220) stated that there are no significant differences among 
the responses o f the four surveyed groups.
Measurement statement L 1 asked the respondents to react to “determines what 
diagnostic information is needed for students, staff, and the school environment."
Table 67 (Appendix B) summarizes the statistics pertaining to the five null hypotheses 
(201-205) for the statement.
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Null hypothesis 201 was retained. The four groups were not significantly
different at the .05 level. The total group viewed measurement and information as
important (3.08).
Null hypotheses 202-205 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.12), by formal learning in the 
classroom (3.02). and during an internship (2.94).
Measurement statement L2 asked the respondents to react to “interprets 
measurements or evaluations for others." Table 68 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (206-210) for the statement.
Null hypothesis 206 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed measurement as somewhat important 
(2.90).
Null hypotheses 207-210 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur during formal learning in the classroom (3.08), on 
the job (2.96). and during an internship (2.91).
Measurement statement L3 asked the respondents to react to “develops equivalent 
measures of competence" by circling one number (0-4) in each of the five categories 
(importance, natural, classroom, internship, and job). Table 69 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (211-215) for the 
statement.
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Null hypothesis 211 was retained. The four groups were not significantly
different at the .05 level. The total group viewed measurement as somewhat important
(2.74).
Null hypotheses 212-215 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job  (2.93) and through formal learning
(2.93).
Measurement statement L4 asked the respondents to react to “designs 
accountability mechanisms.” Table 70 (Appendix B) summarizes the statistics pertaining 
to the five null hypotheses (216-220) for the statement.
Null hypothesis 216 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed accountability mechanisms as important 
(3.17).
Null hypotheses 217-220 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job  (3.07), during an internship (2.92), and 
by formal learning in the classroom (2.87).
Resource Allocation (Section 2-M in the survey)
The competency o f resource allocation includes planning, developing, and 
monitoring school budgets and expenditures, plant management, facility planning, and 
overseeing student labor and food and other institutional services. Five statements were 
evaluated. Twenty-five null hypotheses (221-245) stated that there are no significant 
differences among the responses o f the four surveyed groups.
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Resource allocation statement Ml asked the respondents to react to "plans and 
develops the school budgets with appropriate faculty and staff.” Table 71 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (221-225) for the 
statement.
Null hypothesis 221 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed planning and development o f budgets 
as very important (3.59).
Null hypotheses 222-225 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.33) and during an internship (3.14).
Resource allocation statement M2 asked the respondents to react to “monitors 
budgetary expenditures and account collection.” Table 72 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (226-230) for the statement.
Null hypothesis 226 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed budget and account monitoring as very- 
important (3.54).
Null hypotheses 227-230 were retained. The four groups were not significantly 
different for the 4 categories at the .05 level. The total group believed this competency 
was more likely occur on the job (3.38) and during an internship (3.19).
Resource allocation statement M3 asked the respondents to react to ‘demonstrates 
responsible facility planning and plant management.” Table 73 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (231-235) for the 
statement.
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Null hypothesis 231 was retained. The four groups were not significantly
different at the .05 level. The total group viewed facility planning and plant management
as important (3.45).
Null hypotheses 232-235 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.32) and during an internship (3.06).
Resource allocation statement M4 asked the respondents to react to “effectively 
manages student labor.” Table 74 (Appendix B) summarizes the statistics pertaining to 
the five null hypotheses (236-240) for the statement.
Null hypothesis 236 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed student labor management as somewhat 
important (2.87).
Null hypotheses 237-240 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to be learned on the job (3.17) and during an internship
(2.99).
Resource allocation statement M5 asked the respondents to react to “provides 
practical oversight for food and other institutional services.” Table 75 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (241-245) for the 
statement.
Null hypothesis 241 was rejected (Fy io* = 2.78, p  = .045). A post hoc Student- 
Newman-Keuls test for M5-I revealed that though the groups ranged from 2.52 (board 
chairs) to 3.11 (superintendents), there were no significant differences between the four
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
84
groups in their perception about the importance o f practical oversight for food and other 
institutional services. See Table 14.
Table 14. Student-Newman-Keuls Test for M5-I
Groups ! M Board chairs Professors Supts. Principals
Board chairs 2.52 -
Professors 2.59 NS -
Superintendents 3.00 NS NS -
Principals 3.11. .. NS NS NS -
NS = No Significant differences.
Null hypotheses 242-245 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.12) and during an internship (2.89).
Staff Motivation (Section 2-N in the survey)
The competency o f staff motivation creates an environment that facilitates 
teamwork, treats staff members as professionals, and recognizes and rewards effective 
performance while serving as a role model. Five statements were evaluated. Twenty- 
five null hypotheses (246-270) stated that there are no significant differences among the 
responses o f the four surveyed groups.
Staff motivation statement N1 asked the respondents to react to “creates 
conditions that encourage planning and participation with staff members." Table 76 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (246-250) 
for the statement.
Null hypothesis 246 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed creating conditions for staff 
participation as very important (3.65).
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Null hypotheses 247-250 were retained. The four groups were not significantly
different for the four categories at the .05 level. The total group believed this
competency was more likely to occur on the job (3.29) or during an internship (3.17).
Staff motivation statement N2 asked the respondents to react to “facilitates 
teamwork and collegiality." Table 77 (Appendix B) summarizes the statistics pertaining 
to the five null hypotheses (251-255) for the statement.
Null hypothesis 251 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed facilitating teamwork as very important 
(3.65).
Null hypotheses 252-255 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.38) and during an internship (3.20).
Staff motivation statement N3 asked the respondents to react to “treats staff 
members as professionals.” Table 78 (Appendix B) summarizes the statistics pertaining 
to the five null hypotheses (256-260) for the statement.
Null hypothesis 256 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed professional treatment as very 
important (3.76).
Null hypotheses 257-260 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.42) or during an internship (3.26).
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Staff motivation statement N4 asked the respondents to react to “recognizes and 
rewards effective performance.” Table 79 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (261-265) for the statement.
Null hypothesis 261 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed recognition and rewards for effective 
performance as important (3.44).
Null hypotheses 262-265 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.28) or during an internship (3.08).
Staff motivation statement N5 asked the respondents to react to “serves as a role 
model.” Table 80 (Appendix B) summarizes the statistics pertaining to the five null 
hypotheses (266-270) for the statement.
Null hypothesis 266 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed the role model as very important (3.76).
Null hypotheses 267-270 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.45). naturally (3.26). or during an 
internship (3.22).
Interpersonal Sensitivity (Section 2 -0  in the survey)
The competency of interpersonal sensitivity perceives the needs and concerns o f 
others, whether professional or emotional, and relates to people o f  varying backgrounds. 
Four statements are evaluated. Twenty null hypotheses (271-290) stated that there are no 
significant differences among the responses o f the four surveyed groups.
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Interpersonal sensitivity statement O l asked the respondents to react to “perceives 
the needs and concerns o f others." Table 81 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (271-275) for the statement.
Null hypothesis 271 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed sensitivity' to the needs and concerns of 
others as very important (3.63).
Null hypotheses 272-275 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to be natural (3.28) or learned on the job (3.25).
Interpersonal sensitivity statement 0 2  asked the respondents to react to “works 
well with others in emotionally stressful situations or conflicts.” Table 82 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (276-280) for the 
statement.
Null hypothesis 276 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed working well with others under stress as 
very important (3.69).
Null hypotheses 277-280 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to occur on the job (3.25), naturally (3.17). and during an 
internship (3.05).
Interpersonal sensitivity statement 0 3  asked the respondents to react to ‘relates to 
people of varying backgrounds.” Table 83 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (281-285) for the statement.
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Null hypothesis 281 was retained. The four groups were not significantly
different at the .05 level. The total group viewed relating to people o f varying
backgrounds as very important (3.56).
Null hypotheses 282-285 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to be learned on the job (3.18). natural (3.08). or learned 
during an internship (2.97).
Interpersonal sensitivity statement 0 4  asked the respondents to react to “obtains 
appropriate feedback." Table 84 (Appendix B) summarizes the statistics pertaining to the 
five null hypotheses (286-290) for the statement.
Null hypothesis 286 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed feedback as important (3.46).
Null hypotheses 287-290 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.17) or during an internship (3.04).
Oral and Verbal Expression (Section 2-P in the survey)
The competency of oral and verbal expression includes proper grammar and 
speech with the ability to demonstrate effective presentation skills adapted to audiences, 
adapt and clarify’, restate questions, and summarize information. Four statements were 
evaluated by 20 null hypotheses (291-310). which stated that there are no significant 
differences among the responses of the four surveyed groups.
Oral and verbal expression statement PI asked the respondents to react to 
"demonstrates effective presentation skills and adapts to audience." Table 85 (Appendix
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
89
B) summarizes the statistics pertaining to the five null hypotheses (291-295) for the 
statement.
Null hypothesis 291 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed presentation skills as important (3.35).
Null hypotheses 292-295 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.24) and during an internship (2.96).
Oral and verbal expression statement P2 asked the respondents to react to “uses 
proper grammar and speaks articulately.” Table 86 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (296-300) for the statement.
Null hypothesis 296 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed grammar and speech as important 
(3.35).
Null hypothesis 297 was rejected (A  97 = 2.96. p  = .036). A post hoc Student- 
Newman-Keuls test for P2-N revealed that though the groups ranged from 2.19 (board 
chairs) to 2.86 (principals), there were no significant differences between the four groups 
in their perception about the natural characteristic o f using proper grammar and speaking 
articulately. See Table 15.
Table 15. Student-Newman-Keuls Test for P2-N
Groups M Board chairs Professors Supts. Principals
Board chairs 2.19 11
Professors 2.35 NS - i
Superintendents 2.71 NS NS
Principals 2.86 NS NS NS 1*
NS = No Significant differences.
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Null hypotheses 298-300 were retained. The four groups were not significantly
different for these three categories at the .05 level. The total group believed this
competency was more likely learned formally (3.41).
Oral and verbal expression statement P3 asked the respondents to react to 
“clarifies and restates questions.” Table 87 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (301-305) for the statement.
Null hypothesis 301 was rejected (F j. 101 = 3.13./? = .029). A post hoc Student- 
Newman-Keuls test for P3-I revealed that though the groups ranged from 2.79 (board 
chairs) to 3.35 (principals), there were no significant differences between the four groups 
in their perception about the importance o f  clarifying and restating questions. See Table 
16.
Table 16. Student-Newman-Keuls Test for P3-I
Groups j M Board chairs Professors Supts. Principals
Board chairs | 2.79
Professors 3.04 NS 1
Superintendents 3.29 NS NS -
Principals 3.35 NS NS NS -
NS = No Significant differences.
Null hypotheses 302-305 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to be learned formally (3.11) and on the job (2.98).
Oral and verbal expression statement P4 asked the respondents to react to “adapts, 
responds, reviews, and summarizes for audiences." Table 88 (Appendix B) summarizes 
the statistics pertaining to the five null hypotheses (306-310) for the statement.
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Null hypothesis 306 was retained. The four groups were not significantly
different at the .05 level. The total group viewed responding to the audience as important
(3.10).
Null hypotheses 307-310 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to be learned on the job (2.98). formally in the classroom
(2.94), and during an internship (2.87).
Written Expression (Section 2-Q in the survey)
The competency of written expression demonstrates technical, clear, and concise 
writing with messages tailored to meet the needs o f specific audiences. Three statements 
were evaluated. Fifteen null hypotheses (311-325) stated that there are no significant 
differences among the responses of the four surveyed groups.
Written expression statement Q1 asked the respondents to react to “writes clearly 
and concisely." Table 89 (Appendix B) summarizes the statistics pertaining to the five 
null hypotheses (311 -315) for the statement.
Null hypothesis 311 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed writing clearly and concisely as 
important (3.42).
Null hypotheses 3 i 2-315 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned formally in the classroom (3.43).
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Written expression statement Q2 asked the respondents to react to “demonstrates 
technical proficiency in writing." Table 90 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (316-320) for the statement.
Null hypothesis 316 was rejected (F?. 103 = 3.33. p  = .023). A post hoc Student- 
Newman-Keuls test for Q2-I revealed that superintendents rated the importance of 
demonstrating technical proficiency in writing significantly higher than board chairs. See 
Table 17.
Table 17. Student-Newman-Keuls Test for Q2-1
! Groups 1 M Board chairs Professors Principals Supts.
! Board chairs 1 2.71 t  -  i |
! Professors ! 3.15 i  NS - " 1 1
Principals | 3.17 NS | NS -
' Superintendents 3.41 ; * j NS ...n s  | -
NS = N o Significant differences. 
^Significantly different at the < .05  level.
Null hypotheses 317-320 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely to be learned formally in the classroom (3.40).
Written expression statement Q3 asked the respondents to react to “tailors 
messages to meet the needs o f  unique audiences." Table 91 (Appendix B) summarizes 
the statistics pertaining to the five null hypotheses (321-325) for the statement.
Null hypothesis 321 was retained. The four groups were not significantly 
different at the .05 level. T he  total group viewed messages meeting audience needs as 
important (3.31).
Null hypotheses 322-325 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this
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competency was more likely learned on the job (3.03) and formally in the classroom
(2.99).
Philosophical and Cultural Values (Section 2-R in the survey)
The competency of philosophical and cultural values expects and models ethical 
standards and reflects an understanding of American culture and current social and 
economic issues as they relate to education. Two statements were evaluated. Ten null 
hypotheses (326-335) stated that there are no significant differences among the responses 
o f the four surveyed groups.
Philosophical and cultural values statement R1 asked the respondents to react to 
“expects and models ethical standards." Table 92 (Appendix B) summarizes the statistics 
pertaining to the five null hypotheses (326-330) for the statement.
Null hypothesis 326 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed values as very important (3.90).
Null hypotheses 327-330 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.20). naturally (3.24). and during an 
internship (3.11).
Philosophical and cultural value statement R2 asked the respondents to react to 
“reflects an understanding o f American culture, including current social and economic 
issues related to education." Table 93 (Appendix B) summarizes the statistics pertaining 
to the five null hypotheses (331-335) for the statement.
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Null hypothesis 331 was retained. The four groups were not significantly
different at the .05 level. The total group viewed culture and current issues as important
(3.22).
Null hypothesis 332 was rejected (F 3. 9s = 3.07, p  =  .032). A post hoc Student- 
Newman-Keuls test for R2-N revealed that superintendents rated the natural 
characteristic o f  understanding American culture and current social and economic issues 
significantly higher than board chairs. See Table 18.
Table 18. Student-Newman-Keuls Test for R2-N
Groups in I Board chairs Professors Principals Supts
Board chairs 1.85 ! —
Professors 1 J
 
4- j NS 1
Principals 2A 9 ! NS NS 1
Superintendents 2.65
! „ 
1 * NS NS '
NS = No Significant differences. 
*Significantly different at the <.05 level.
Null hypotheses 333-335 were retained. The four groups were not significantly 
different for the three categories at the .05 level. The total group believed this 
competency was more likely learned formally in the classroom (2.96). on the job  (2.93). 
and during an internship (2.93).
Legal and  Policy Applications (Section 2-S in the survey)
The competency o f  legal and policy applications presumes action in accordance 
with federal, state, and denominational policies, standards, and regulations with 
recognition o f  standards of civil and criminal liability for negligence and intentional torts. 
Two statements were evaluated. Ten null hypotheses (336-345) stated that there are no 
significant differences among the responses of the four surveyed groups.
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Legal and policy applications statement S 1 asked the respondents to react to “acts 
in accordance with federal, state, and denominational policies, standards, and 
regulations.” Table 94 (Appendix B) summarizes the statistics pertaining to the five null 
hypotheses (336-340) for the statement.
Null hypothesis 336 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed legal and policy applications as 
important (3.71).
Null hypotheses 337-340 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.36), during an internship (3.30), and in 
the formal classroom (3.25).
Legal and policy applications statement S2 asked the respondents to react to 
“recognizes standards o f care involving civil and criminal liability for negligence and 
intentional tort.” Table 95 (Appendix B) summarizes the statistics pertaining to the five 
null hypotheses (341-345) for the statement.
Null hypothesis 341 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed standards of care for civil and criminal 
liability as very important (3.62).
Null hypotheses 342-345 were retained. The four groups were not significantly 
different for the categories at the .05 level. The total group believed this competency was 
more likely learned formally (3.50), on the job (3.34), and during an internship (3.31).
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Development/Funding (Section 2-T in the survey)
The competency of understanding and supporting development concepts and 
assisting in sharing development needs with constituents, friends, and alumni is evaluated 
in two statements. Ten null hypotheses (346-355) stated that there are no significant 
differences among the responses of the four surveyed groups.
Developmenffund-raising statement T1 asked the respondents to react to 
“understands and supports development concepts of fundraising." Table 96 (Appendix 
B) summarizes the statistics pertaining to the five null hypotheses (346-350) for the 
statement.
Null hypothesis 346 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed support for development/fund-raising as 
important (3.23).
Null hypotheses 347-350 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.17) or during an internship (3.01).
Development/fundraising statement T2 asked the respondents to react to "assists 
in sharing development needs with constituents, friends, and alumni.” Table 97 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (351-355) 
for the statement.
Null hypothesis 351 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed assistance in development as important 
(3.31).
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Null hypotheses 352-355 were retained. The four groups were not significantly
different for the four categories at the .05 level. The total group believed this
competency was more likely learned on the job (3.26) and during an internship (3.05).
Marketing and Recruitment (Section 2-U in the survey)
Recognizing internal and external markets, promoting a positive school 
reputation, managing student recruitment, communicating information to appropriate 
groups, and highlighting school achievements, directly and indirectly, influence the 
competency o f marketing and recruitment. Five statements were evaluated. Twenty-five 
null hypotheses (356-380) stated that there are no significant differences among the 
responses o f the four surveyed groups.
Marketing and recruitment statement U 1 asked the respondents to react to 
“initiates and reports news and information through appropriate channels.” Table 98 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (356-360) 
for the statement.
Null hypothesis 356 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed appropriately channeled news and 
information as important (3.32).
Null hypotheses 357-360 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.21) and during an internship (3.11).
Marketing and recruitment statement U2 asked the respondents to react to 
“encourages and promotes a positive school reputation.” Table 99 (Appendix B)
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summarizes the statistics pertaining to the five null hypotheses (361-365) for the 
statement.
Null hypothesis 361 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed promoting a positive reputation as very 
important (3.77).
Null hypotheses 362-365 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.47) and during an internship (3.31).
Marketing and recruitment statement U3 asked the respondents to react to 
“recognizes and provides for internal and external marketing.” Table 100 (Appendix B) 
summarizes the statistics pertaining to the five null hypotheses (366-370) for the 
statement.
Null hypothesis 366 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed internal and external marketing as 
important (3.30).
Null hypotheses 367-370 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.25) and during an internship (3.14).
Marketing and recruitment statement U4 asked the respondents to react to 
“effectively manages student recruitment.” Table 101 (Appendix B) summarizes the 
statistics pertaining to the five null hypotheses (371-375) for the statement.
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Null hypothesis 371 was retained. The four groups were not significantly
different at the .05 level. The total group viewed effective student recruitment as
important (3.49).
Null hypotheses 372-375 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.44) or during an internship (3.27).
Marketing and recruitment statement U5 asked the respondents to react to “plans 
and organizes events and activities to highlight school achievements.” Table 102 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (376-380) 
for the statement.
Null hypothesis 376 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed planning and organizing to highlight 
school achievements as important (3.32).
Null hypotheses 377-380 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.32) or during an internship (3.29).
Boardsmanship (Section 2-V in the survey)
The competency of boardsmanship includes effective communication with school 
board regarding issues and needs and a demonstrated ability to work with the board and 
chair for effective planning and management. Two statements were evaluated. Ten null 
hypotheses (381-390) stated that there are no significant differences among the responses 
o f the four surveyed groups.
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Boardsmanship statement V 1 asked the respondents to react to “communicates 
effectively with the school board regarding school issues and needs.” Table 103 
(Appendix B) summarizes the statistics pertaining to the five null hypotheses (381-385) 
for the statement.
Null hypothesis 381 was retained. The four groups were not significantly different 
at the .05 level. The total group viewed communication regarding school issues and 
needs as very important (3.85).
Null hypotheses 382-385 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.57) and during an internship (3.26).
Boardsmanship statement V2 asked the respondents to react to “demonstrates 
ability' to work with the board and chair for effective planning and management.” Table 
104 (Appendix B) summarizes the statistics pertaining to the five null hypotheses (386- 
390) for the statement.
Null hypothesis 386 was retained. The four groups were not significantly 
different at the .05 level. The total group viewed working with board and chair as very 
important (3.78).
Null hypotheses 387-390 were retained. The four groups were not significantly 
different for the four categories at the .05 level. The total group believed this 
competency was more likely learned on the job (3.52) or during an internship (3.19).
Summary: There were 14 null hypotheses that were rejected in section 2 (37,52. 
62, 67. 69.90,120, 179, 185.241,297, 301, 316, and 332). Three dealt with the
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importance of a competency, 6 with its natural characteristics, 2 with internship 
experience, and 3 with on-the-job practice.
Delivery' Systems
The research question that guided the survey section on delivery systems (DS) is:
Question 3: What do these four groups recommend as delivery systems or 
options for internship preparation?
Who should plan, coordinate, deliver, and/or evaluate an internship program?
The four groups were asked to respond to four Seventh-day Adventist educational 
agencies: The North American Division (NAD) of Seventh-day Adventists, Office o f 
Education; Union Conference Offices o f Education; local conference offices of 
education; and Seventh-day Adventist colleges and universities. The respondents were 
given four questions and were asked to circle their one best choice for each one. Tables 
19-22 include the position, number, choices (a-f), chi-square, and decision for each 
question.
Null hypothesis 391 (DS1): There are no significant differences among the 
responses of academy board chairs, academy principals, superintendents, and college and 
university professors regarding the place o f the North American Division in the 
internship delivery process.
Question 1. The North American Division (NAD) of Seventh-day Adventist 
Office o f Education should:
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with union and local
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offices of education and Adventist universities.
c. be equal partners with union and local conferences and SDA universities in 
planning, coordination, delivery, and evaluation.
d. have a secondary role in assisting the unions and local conferences and 
universities as requested.
e. only be involved in approving the plans for internship programs.
f. not actively participate in any part o f  the process.
Null hypothesis 391 (DS1) was retained (jf  = 11.388. df=  15./? = .725). The four 
groups were not significantly different at the .05 level. See Table 19. Thirty seven 
percent (37%) of the respondents recommended that the NAD (b) initiate planning for a 
principal internship program, but coordinate final implementation with union and local 
offices of education and Adventist universities. Thirty-three percent (33%) of the 
respondents chose (c) the response that the NAD be an equal partner with union and local 
conference and SDA universities in planning, coordination, delivery, and evaluation. 
Twenty' percent (20%) selected that the NAD have a secondary role in assisting the 
unions and local conferences and universities as requested. Other responses (10%) were 
divided among the remaining choices.
The majority o f  the respondents (70%) believed the North American Division 
should initiate or be an equal partner in the planning, coordination, delivery, and 
evaluation of principal internship programs.
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Position n a b c d e f *>r PBoard Chairmen 25 4% 40% 36% 12% 4% 4% Decision
Academy Principals 38 3% 40% 32% 18% 8% 0%
Superintendents 18 0% 28% 33% 22% 17% 0%
11.388 .725College/University
Profs
28 0% 36% 32% 29% 0% 4%
Totals 109 2% 37% 33% 20% 6% 2%
Null hypothesis 392 (DS2): There are no significant differences among the 
responses of academy board chairs, academy principals, superintendents, and college and 
university professors regarding the place o f the Union Conference Office of Education in 
the internship delivery process.
Question 2. Each Union Conference Office of Education should:
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with union and local 
offices o f education and Adventist universities.
c. be equal partners with union and local conferences and SDA universities in 
planning, coordination, delivery, and evaluation.
d. have a secondary role in assisting the unions and local conferences and 
universities as requested.
e. only be involved in approving the plans for internship programs.
f. not actively participate in any part of the process.
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Null hypothesis 392 (DS2) was retained (x2 = 12.714, df=  15, p  = .624). The four 
groups were not significantly different at the .05 level. See Table 20. Sixty-two percent 
(62%) o f the respondents recommended (c) that the Union Conference Offices of 
Education should be equal partners with local conference and SDA universities in 
planning, coordination, delivery, and evaluation o f the internship program. Seventeen 
percent (17%) chose (d) that the Union Conferences have a secondary role in assisting the 
local conferences and universities as requested. Ten percent (10%) responded (b) that the 
Union Conferences should initiate planning but coordinate final implementation with 
local offices o f education and Adventist universities. The remaining responses (11%) 
were divided among the other choices.
The majority o f respondents (79%) believed the Union Offices o f  Education 
should have an equal or secondary role in planning, coordination, delivery, and 
evaluation o f internship programs.
Table 20. Delivery System - -lypothesis 392 (DS2)
Position n a b c d e f *>
X
P
Board Chairmen 25 4% 4% 72% 8% 8% 4% Decision
Academy Principals 38 5% 8% 61% 21% 5% 0%
Superintendents 18 11% 17% 61% 11% 0% 0%
12.714 .624College/University
Profs
28 7% 14% 57% 21% 0% 0%
Totals j  109 6% 10% 62% 17% 4% 1%
Null hypothesis 393 (DS3): There are no significant differences among the 
responses o f  academy chairs, academy principals, superintendents, and college and 
university' professors regarding the place o f the local conferences o f  education in the 
internship delivery process.
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Question 3. Local conferences of education should:
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with union and local 
offices o f education and Adventist universities.
c. be equal partners with union and local conferences and SDA universities in 
planning, coordination, delivery, and evaluation.
d. have a secondary role in assisting the unions and local conferences and 
universities as requested.
e. only be involved in approving the plans for internship programs.
f. not actively participate in any part o f  the process.
Null hypothesis 393 (DS3) was retained Of = 13.039, df= 15. p  = .599). The four 
groups were not significantly different at the .05 level. See Table 21. Forty-eight percent 
(48%) of the respondents recommended that the local conferences (c) be equal partners 
with union conferences and SDA universities in planning, coordination, delivery, and 
evaluation o f internship programs. Twenty-eight percent (28%) chose (d) that the local 
conference have a secondary' role in assisting the unions and universities as requested. 
Twelve percent (12%) chose (e) that local conferences should only be involved in 
approving the plans for internship programs. The remaining responses (12%) were 
divided among the other choices.
The majority o f respondents (76%) believed that the local conference should have 
an equal or secondary role in the planning, coordination, delivery, and evaluation of 
internship programs.
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Table 21. Deliverv Svstem - -lypothesis : 93 (DS3)
Position n a b c d e f P
Board Chairmen 24 4% 4% 58% 25% 4% 4% r Decision
Academy Principals 38 3% 8% 40% 37% 13% 0%
Superintendents 18 0% 11% 50% 33% 6% 0%
College/University
Profs
28 0% 11% 50% 14% 21% 4% 13.039 .599
Totals 108 2% 8% 48% 28% 12% 2%
Null hypothesis 394 (DS4): There are no significant differences among the 
responses of academy chairs, academy principals, superintendents, and college and 
university professors regarding the place of Seventh-day Adventist universities in the 
internship delivery process.
Question 4. Seventh-day Adventist universities should:
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with union and local 
offices of education and Adventist universities.
c. be equal partners with union and local conferences and SDA universities in 
planning, coordination, delivery, and evaluation.
d. have a secondary' role in assisting the unions and local conferences and 
universities as requested.
e. only be involved in approving the plans for internship programs.
f. not actively participate in any part of the process.
Null hypothesis 394 (DS4) was retained (x2 = 10.283. df= 12, p  = .591). The four 
groups were not significantly different at the .05 level. See Table 22. Fifty-four percent 
(54%) of the respondents chose (c) that the universities be equal partners with union and 
local conferences in planning, coordination, delivery, and evaluation o f  internship
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programs. Twenty-seven percent (27%) chose (d) that the universities have a secondary 
role in assisting the unions and local conferences as requested. Twelve percent (12%) 
chose (b) that the universities should initiate planning but coordinate final 
implementation with NAD and union and local conference offices of education. The 
remaining responses (8%) were divided among the other choices.
The majority o f  respondents (81%) believed that SDA colleges and universities 
should have an equal or secondary' role in the planning, coordination, delivery and 
evaluation of internship programs.
hypothesis 394 (DS4)
Position n a b c d e f P
Board Chairmen 25 4% 8% 56% 32% 0% 0%
*)
x “ Decision
Academy Principals 38 2% 8% 61% 21% 8% 0%
Superintendents 18 6% 17% 39% 28% 11% 0%
College/University
Profs
28 0% 18% 54% 29% 0% 0% 10.283 .591
Totals 109 3% 12% 54% 27% 5% 0%
Summary Tables
The four groups (academy board chairs, academy principals, superintendents, and 
college and university professors) were asked to respond to the importance o f 22 
competencies and 77 sub-competencies recommended for the principal internship. The 
ranked order of the perceived importance o f each competency is recorded in Table 23. A 
mean (M) of 3.50 or above is considered very important; 3.00-3.49 is important and 2.75- 
2.99 is considered somewhat important. Twenty-one of the 22 competencies were ranked
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as important or very important. Only one. Measurement and Evaluation (2.97). fell into 
the category of somewhat important.
Table 24 records the ranked order o f perceived importance for the 77 sub­
competencies. Seventy-three o f the 77 sub-competencies were ranked as important or 
very important. The sub-competencies o f Interpreting Tests. Student Labor. Services 
Oversight, and Equivalent Testing all range in the somewhat important category (2.90- 
2.74).
Table 23. 22 Competencies Summary by Rank




Legal and Policy Applications 3.67 .60
Staff Motivation 3.66 .40
Delegation o f Authority 3.60 .47
Interpersonal Sensitivity 3.58 .49
Philosophical and Cultural Values 3.56 .48
Student Guidance and Development 3.53 .53
Instruction and the Learning 
Environment 3.50 .45
Problem Analvsis 3.45 .46
Organizational Oversight 3.45 .46
Staff Development 3.45 .50
Marketing and Recruitment 3.45 .49
Information Collection 3.37 .51
Classroom Curriculum 3.37 .55
Implementation Skills 3.36 .53
Oral and Verbal Expression 3.29 .57
Written Expression 3.27 .63
Development/Funding 3.27 .70
Resource Allocation 3.25 .65
Measurement and Evaluation 2.97 .72
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
109
Table 24. 77 Sub-Competencies Summary' by Rank 
  Sub-Competencies j  Totals 1  sd  j
R1 Modeling Standards 1  3.90 i  .36
I VI !  Board Talk 1 3.85 .36
1 D1 j  Logical Conclusions 3.84 .39
! V2 Board Workability 3.78 .41
!  HI School Climate 3.78 .44
i  U2 School Reputation ! 3.77 .45
N3 Staff Treatment | 3.76 .47
N5 ■ Role Modeling ! 3.76 .51
A2 Shared School Vision !  3.74 .55,
A3 Learning Climate 3.74 .55
SI Policies and Standards 3.71 .61
D2 Priorities 3.70 1 .48
02 Working with Stress 3.69 .52
! N1 Planning Conditions l 3.65 .58
N2 Teamwork | 3.65 .55
G1 Delegation 3.65 .52
B4 Decisions and Data ! 3.65 .60
J2 Responding to Needs ! 3.64 .57
i  A 1 Spiritual Leadership 1 3.63 .68
1 01 Perceiving Needs 3.63 .58
S2 Liability 3.62 .67
14 Classroom Supervision 3.61 .64
j  Cl Analyzing Problems 3.61 .53
Ml Budget planning 3.59 .68
! E3 Financial Oversight 3.58 .59
03 Relating to People 3.56 .65
K2 Facilitating Staff 3.56 .60
G2 Follow Up 3.56 .54
! 12 Instructional Framing 3.55 .67
K.3 Feedback 3.54 .59
! M2 Monitoring Costs 3.54 .72
J3 Planning Activities 3.53 .67
H2 Student Needs 3.52 .63
i  F4 Adaptations 3.50 .57
i  E 1 Procedures 3.49 .65
i  C3 Seeking Information 3.49 .65
U4 Recruitment 3.49 .65
£2 Effective Supervision 3.48 .60
H3 Instructional Methods 3.46 | .63
0 4  j Feedback 3.46 .60
M3 Facility Planning 3.45 I .71
N4 SPerformance 3.44 .63
K1 | Professional Needs 3.43 | .70
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! Qi Writing Clearly 3.42 .67
F3 Course Corrections 3.40 .63
j i Student Growth 3.40 .73
F1 Change to Action 3.38 .67
C4 Assisting Others 3.38 .71
p i Presentation Skills 3.35 .66
P2 Grammar and Speech 3.35 .66
I C2 Framing Issues 3.35 .60
B1 Seeking Information 3.34 .74
B3 | Organizing and Decisions 3.33 .65
U 1 I News and Reports 3.32 .73
U5 1 School Events 3.32 .69
Q3 I Messages and Needs 3.31 .74
T2 j Sharing Needs 3.31 .74
U3 | Markets 3.30 .71
K4 Staff Recruitment 3.28 .71
H4 Cognition and Culture 3.27 .70
11 Learning schedules 3.26 .75
15 Laws and Records 3.24 .78
i E4 Student Safetv 3.23 .79
13 Content Adjustment 3.23 .71
T1 Development 3.23 .76
R2 Culture and Education 3.22 .77
L4 Accountability' 3.17 .90
F2 Project Checkpoints 3.15 | .66
j B2 J Relevant Information 3.14 .74
P3 j Clarifying and Stating 3.11 .80
P4 i Adaptation and Review 3.10 .84
LI Diagnostics 3.08 .71
Q2 Technical Profkiencv 3.08 .80
L2 Interpreting Tests 2.90 .88
M4 Student Labor 2.87 .96
M5 Services Oversight 2.81 .98
L3 Equivalent Testing 2.74 .99
Tables 25 and 26 describe the best places to learn the 22 competencies and their 
77 sub-competencies according to the four groups. An asterisk is placed in the columns 
perceived as the best places to learn each competency or sub-competency.
There are 72 asterisks for learning competencies on the job: 70 for learning during 
an internship; 19 for the classroom, and 6 that are considered as natural characteristics.
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The four groups agreed that most competencies were more likely learned on the job or
during an internship program.
Table 25. Places Where Competencies for Hypotheses A-K Are Best Learned
Competency Hypothesis | Natural Classroom | Internship Job
A1 * 1
Leadership A2 * *
A3 * 4c
B1 ♦ 4c
Information B2 ♦ 4c
Collection B3 * 4c
B4 * 4c
Cl * 4c
Problem C2 * *
Analysis C3 * 4c
C4 * *
Judgment D1 * *
D2 * *
El * *
Organizational E2 * 4c ♦
Oversight E3 * 4c
E4 * 4c
FI ♦ 4c
Skills F2 ♦ *
F3 * 4c
F4 * 4c
Delegation G1 * 4c
G2 * *
HI 4> *
Instruction H2 * 4c 4c
H3 * 4c *
H4 * * *
11 * *
12 4c 4c
Curriculum 13 * 4c
14 * *
15 * 4c 4c
J1 * + *
Guidance J2 4c *
J3 4c 4c
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K1 | * *
Staff K2 * *
Development K.3 * *
K4 * *
Table 26. Places Where Competencies for Hypotheses M-V Are Best Leamec
Competency Hypothesis Natural Classroom Internship Job
LI * * *
Measurement L2 * * *
L3 ♦ 4c
L4 * * *
Ml * 4c
Resource M2 * 4c




Staff N2 4> *
Motivation N3 * *
N4 4c 4c
N5 * * 4c
01 * * 4c
Sensitivity 0 2 * 4c 4c




Expression P3 4c 4c
P4 * 4c *
Written Ql *
Expression Q2 *
Q3 4> * *
Values R1 * 4c 4c
R2 * * 4c
Legal SI 4c 4c *
Applications S2 4c * 4c
Development T1 * 4c
T2 4c 4c
U1 * *
Marketing U2 * 4c
Recruitment U3 * 4c
U4 4c *
U5 * *
Boards- VI * *
manship V2 * 4c
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CHAPTER V
SUMMARY, DISCUSSION, CONCLUSIONS, AND 
RECOMMENDATIONS
Introduction
The purpose o f this study was to examine the views of secondary board chairs, 
senior academy principals, union and local superintendents, and college and university 
professors of education in the educational system of the North American Division of 
Seventh-day Adventists regarding their perceptions o f the need for a secondary-school 
principal internship program, the competencies that should be included, and the 
appropriate delivery systems.
This chapter summarizes the research performed to identify those findings, the 
conclusions drawn, implications of the study, and recommendations for further study 
and/or research.
Summary
Seventh-day Adventists sponsor the largest Protestant parochial educational 
systems in the world, but have no formal internship model that is widely recognized as an 
integral part of the training process for the development of secondary principal 
leadership. The public system of education has incorporated the principal training 
process via internship programs since the mid-50s. Many state and private universities,
113
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and professional organizations such as the National Association of Secondary School 
Principals (NASSP), have formalized recommendations or requirements for 
administrative training.
Chapter 1 introduced the problem for Seventh-day Adventist educational 
institutions by recognizing that a significant number o f secondary principal positions are 
open each year, with few qualified and certified applicants available (D. Weatheral. 
personal communication, October 29, 2000). The tasks o f  the school administrator have 
become increasingly complex because of role-related activities that require increased 
levels o f competence and decision-making (Calabrese & Straut, 1999). The public 
systems o f education in the United States and Canada responded to these issues through a 
variety o f internship models and requirements for certification. Therefore, the purpose of 
the study was to examine the perceived need for a formal internship program that could 
be widely accepted within the Adventist system; the components that should be included; 
and who would best deliver that system to aspiring or new principals.
Chapter 2 reviewed the literature dealing with the major trends o f formal 
internships within the public school system, identified components deemed essential to 
the applied education within the internship, and summarized current Adventist education 
leadership perspectives.
Between 1820 and 1899 educational administration was not recognized as a 
distinct profession. The period from 1900 to 1946 saw the development o f  more formal 
leadership programs with an emphasis on technical skills and business efficiency 
(Murphy, 1998). In 1947 at a meeting of the newly founded National Conference of 
Professors o f  Educational Administration, the impetus for the development o f  internships
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emerged (Wheaton, 1950). Colleges and universities such as Columbia, Harvard, and 
Ohio State committed themselves to examining ways o f  improving preparation for 
educational administration, especially internships (Hencley. 1963).
During the 1950s the Kentucky Beginning Principal Internship Program 
(KBPIP)— the first of its kind in the United States— was mandated by the Kentucky 
General Assembly to upgrade the quality of educational leadership in the schools for 
beginning and assistant principals (Prickett et al., 1990).
The 1960s found a greater emphasis on values-based learning (Ostrander & 
Dethy, 1968). A study conducted by the American Association o f School Administrators 
(AASA) in 1964 revealed a shift to the human relations side o f administration (Farquhar 
& Piele, 1972).
Field experiences quadrupled between 1958 and 1963, and 50% o f all training 
programs were offering internships (Murphy, 1992).
Program content shifted from discipline-orientation to career-orientation during 
the 1960s and 1970s. The emphasis was on relevance, application, and utilization, rather 
than on the prediction and dissemination o f knowledge (Murphy, 1992). This facilitated 
training for role specialization with student involvement in educational decision-making 
(Farquhar, 1977).
The challenge o f meeting so many expectations o f principal leadership was 
addressed by The National Association o f Secondary School Principals (1985). It 
advocated a substantial increase in the field-based component o f preparation programs, 
recommending a 1-year full-time internship. The National Policy Board for Educational 
Administration (1989) argued for closer ties between theory and practice stating that
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translating sound research strategies into sound practices must be addressed in graduate 
training.
The 1990s brought a “growing awareness o f the key role o f  administrators in 
educational improvement and a realization that too often administrators are not prepared 
to cope with core technical operations and responsibilities, such as instructional 
leadership” (Milstein. 1992, p. 4).
The internship continues to be tied to the quality o f the experience and the 
coaching capabilities o f the supervising principal without a formalized set of experiences 
designed to improve the intern's decision-making capabilities and overall competence 
(Milstein & Krueger, 1997). Calabrese and Barton (1994) suggest that a new 
classification for internships is beginning to emerge. Its emphasis is on the model o f the 
ethical responsibility o f colleges o f education and is centered on their relationships with 
the public schools by social contract. This contract requires them to provide both 
intellectual and experimental rigor to raise the intern's level of competence.
As the demands for extensive preparation for principals with the ability to 
function in a world o f continual changes increase, it seems certain that the formal 
internship will continue as a practical, on-site learning experience for administrative 
preparation programs (Calabrese & Straut, 1999).
“The trend in principal preparation programs is a design that rests almost entirely 
on full-time internships (with on-site coaches) and often requires limited classroom-type 
instruction,” says Ann Lauder (2000).
The National Policy Board with its 21 Performance Domains (Thomson, 1993), 
the Interstate Schools Leaders Licensure Consortium (1996) Standards for School
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Leaders, and the National Association of Secondary School Principals' developmental 
programs such as Leader 123 and the Quality School Leaders program will provide rich 
opportunities for skill development and assistance in providing clear performance-based 
standards for internship programs o f the future.
Leading Adventist educators agree that no formal internship has been widely 
implemented in the North American Adventist educational system. They affirm that 
discussions at various committee levels have emphasized the need for such a program but 
short-term experiments have been limited. Funding, organization, and implementation 
remain high on the list as inhibiters to such a plan.
Methodology
This study was a quantitative empirical study carried out through descriptive 
methods using a survey questionnaire with both fixed (n = 81) and open-ended (n = 13) 
questions. The population asked to participate in this study was limited to Seventh-day 
Adventist academy board chairs (n = 91). senior academy principals (n = 98). conference 
and union superintendents (n = 66), and college and university’ professors of education (n 
= 42) currently serving within the North American Division o f Seventh-day Adventists.
I developed a survey instrument with four sections/parts: Internship needs; 
internship competencies; recommended delivery systems, and demographics. The survey 
was then submitted to a pilot group of eight Adventist educators for evaluation and 
recommendation. Upon the return o f their comments and recommendations, a revised 
survey was formulated and sent to my doctoral committee where it received final 
approval.
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The total population of educational leaders (n = 297) in the United States and 
Canada was sent the single data-collection instrument with a personal letter of request for 
participation and a covering letter of recommendation by then serving Vice-President for 
Seventh-day Adventist Education in North America, Richard Osborn, Ph.D. Appropriate 
reminders were given and the data cut-off for responses was 8 weeks after the original 
mailing. The overall response rate was 39 percent (n = 116).
After collecting the data, a descriptive analysis using a percentage for each 
response for each item was used for the first section, Internship Needs. For the second 
section. Internship Competencies, a mean was developed for each o f the four groups for 
each item and then analyzed using one-way analysis of variance (ANOVA). A mean was 
developed for each scale with a ranking o f items by their means and then a ranking o f 
scales by their means.
Section 3, Delivery Systems, used the same method of descriptive analysis as in 
section 1. The data have been presented as a percentage for each response for each item.
The demographic section of the survey instrument describes the information given 
by the respondents. A total o f 394 null hypotheses were developed. The significance o f 
each statement was determined at the .05 level.
Findings and Discussion
Ninety-five men (81.9%) and 20 women (17.2%) participated in the survey. One 
respondent did not answer the gender and age questions. The total number of returns was 
116 (42%). Two board chairs and one principal were in the 30-39 years-of-age 
categories. All other participants were between the ages o f40-49 (n = 31), 50-59 (« =
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56). and 60 plus (n = 25). A significant number has worked or are in denominational 
service: 11 with 16-20 years. 44 with 21-30 years, and 33 with 31-40 years.
Three research questions guided this study and were tested by 394 null 
hypotheses.
Internship Needs
The research question that guided the survey section on internship needs is: 
Question 1: To what extent is a formal internship an important component in the 
preparation of Seventh-day Adventist secondary-school principals as perceived by 
academy board chairs, secondary-school principals, conference and union 
superintendents, and college and university professors of education?
This question was addressed in the first section of the survey instrument. 
Internship Needs. Five statements about an internship, using hypotheses 1-5. gave 
participants the opportunity to respond with their perception of the importance o f an 
internship program, w hether it should be required, and the type of training for interns, its 
effect on the learning curve, and the length o f  the internship. A 0-4 scale was used for 
the first four statements, dividing responses from 0 = No importance; 1 = Some 
importance; 2 = Important; 3 = Very important; and 4 = Essential. All four groups were 
not significantly different (at the .05 level) in their responses for the first five statements 
in the survey.
All four groups agreed that it was very important (Internship Needs - INI ) that an 
internship be part o f the principal training process for prospective and new principals (M
= 3.23).
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In response to the statement (IN2) that an internship or its equivalent should be 
required for secondary administrative certification, the four groups tended to agree (A/ = 
2.69) that it was somewhat important that an internship or its equivalent be required for 
certification.
Responses to the statement suggesting (IN3) that principal interns receive the 
same training whether planning on day or boarding school leadership tended to support 
unified training (A/= 2.45).
All four groups tended to agree (3.27) that an internship (IN4) would shorten the 
learning curve for effective school administrative leadership.
The fifth statement in the first section. Internship Needs, invited the respondent to 
check a recommended time period for an internship (IN5). The majority o f the 
respondents (82.4%) agreed that 6 months (28.9%) to 1 year (53.5%) was an appropriate 
period o f time for the internship experience. Suggestions from respondents ranged from 
3 months to 2 years.
In summary, academy board chairs, senior academy principals, conference and 
union superintendents, and college and university professors agreed that (a) the inclusion 
of a principal internship program is a very important component in the preparation o f 
prospective and new principals; (b) an internship or its equivalent should be required for 
administrative certification; (c) principal interns should receive the same training for day 
and boarding school preparation; (d) an internship will shorten the learning curve for new 
principals; and (e) the internship period should be 6 months to 1 year in length.
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Internship Competencies
The research question that guided the survey section on Internship Competencies
is:
Question 2: What are the curricular components recommended by the surveyed 
population for an internship preparation program and where are these best learned?
This section o f the survey. Internship Competencies, asked the participants to 
respond to 77 statements about 22 competencies (A-V) associated with 385 null 
hypotheses. Each competency, defined as an observable behavior that demonstrated that 
the person has the knowledge and skills to do the job, was tested in five different scales 
(importance, natural characteristic, classroom, internship, job). The first hypothesis in 
each statement tested was the groups' perception o f the importance o f  each statement as a 
principal competency. The next test for the statement was whether it was believed to be a 
natural characteristic, inherent in the individual, which is not taught. The remaining three 
scales were the best places for learning this competency: the classroom, during an 
internship, and/or through job experience. The scales were divided into five choices 
within each category (0-4).
They are: 0 = not related to this competency;
1 - a small part o f the learning may occur here:
2 = a good place for some of the learning related to this competency;
3 = one of the main places for learning this competency; and
4 = the best place for learning this competency.
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Tables 27-104 in the Internship Competencies section o f chapter 4 present the 
statement o f each null hypothesis with its corresponding characteristic. Each table is 
linked to the responses o f the four surveyed groups with totals. F  ratio, probability, and 
decision o f significance.
There are 385 hypotheses in the second section that deal with competencies. All 
four groups were not significantly different in their responses to 371 o f the hypotheses. 
Fourteen hypotheses showed significant differences between the groups. These were 
tested with post hoc Student-Newman-Keuls Tests to identify where the differences 
appeared among the groups. Six of the 13 hypotheses related to whether the hypothesis 
examined was a natural characteristic; three dealt with the importance of the competency; 
three with job experience; and one with the internship.
In determining relative strength. 3.50 to 4.0 are considered very strong (very 
important); 3.00-3.49 is strong (important); 2.50 to 2.99 are good (somewhat important); 
and 2.00-2.49 is considered fair. All numbers reported in the study are within these 
ranges. Mean scales have been included with each statement unless the groups varied 
significantly in their responses. Then the differences were tested with a post hoc Student- 
Newman-Keuls Test.
Overall, the four groups believed that the competencies under internship 
competencies in section 2 should be an integral part o f the principal training process. 
Tables 23 and 24 in chapter 4 (pp. 108-110) rank the relative importance of each 
competency and sub-competency. Tables 25 and 26 in chapter 4 (pp. 111-113) provide 
an overview o f all the hypotheses relative to the responses of the four surveyed groups. 
They show that while some competencies were natural or could be learned in the
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classroom setting, most were more likely to be best learned through the internship and 
with on-the-job experience.
Respondent comments indicated that the usefulness o f the internship would 
depend on the quality o f the program. Mentoring with successful principals was also 
considered important.
These following summaries o f  the internship competencies in section 2 combine 
corresponding statements and their results within the 22 competencies.
Leadership
There were 15 hypotheses (6-20) under the heading of leadership based on the 
three statements in that section. The four groups viewed (a) perception o f self as a 
spiritual leader (3.63). (b) facilitating a shared vision for the school in harmony with 
Seventh-day Adventist educational philosophy (3.74). and (c) creating a school climate 
for learning and self-direction within the context of Christian values (3.74) as very 
important for the prospective principal.
While all four groups believed the perception of self as a spiritual leader to be a 
natural characteristic (3.03), they believed that some learning could take place during an 
internship (2.51) and through job experience (2.58). Facilitating a shared vision was 
described by the groups as more likely learned during an internship (3.10) and through 
job experience (3.06). The creation o f a climate for learning was considered to be 
somewhat natural (2.42) with some learning taking place in the classroom (2.68). but 
more likely to be learned during an internship (3.19) and through job experience (3.30).
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Spiritual leadership, vision, and a positive learning environment ranked high in 
the opinion of all the groups, and experience through the internship and job experience 
were designated as the best places for learning these skills.
An open-ended question invited respondents to make additional comments about 
leadership. Those who chose to do so indicated that proper attitude, personality, and 
character were also crucial to positive leadership.
Information Collection
There were 20 hypotheses (21-40) under the heading of information collection 
based on the four statements in that section. The four groups viewed (a) seeking 
information about policies, rules, laws, precedents, and practice (3.34), (b) seeking 
relevant information to establish relationships among issues and events (3.14). and (c) 
classifying and organizing information for use in decision-making (3.33) as important. 
They perceived (d) the avoidance of reaching quick conclusions or decisions with limited 
data (3.65) as very important competencies for the prospective principal.
The four groups viewed seeking information about policies, rules, laws, 
precedents, and practices learned to some degree in the formal setting of the classroom
(2.96) but more likely to be learned through the internship (3.38) and during job 
experience (3.30). The seeking of relevant information related to issues and events was 
described by the groups as learned to some degree in the classroom (2.71) but more likely 
learned through the internship (3.12) and during job experience (3.17). The classification 
and organization of information for use in decision-making was described by the groups 
as best learned through the internship (3.11) and on the job (3.21).
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While the m ean o f  the groups (2.83) for the competency of avoiding decisions 
without sufficient data was described as a natural characteristic, they differed 
significantly between the groups (2.44-3.22). A post hoc Student-Newman-Keuls test 
revealed that academ y principals rated this natural characteristic significantly higher than 
college and university professors and board chairs. All four groups viewed this 
competency as best learned through the internship (3.17) and on the job (3.45).
Academy principals may have rated this higher as a natural characteristic because 
o f  the nature o f  their work, which requires effective decision-making in a tim ely manner. 
Those principals w ho are successful and effective leaders may share this as a comm on 
personality characteristic.
Problem Analysis
There were 20 hypotheses (41-60) under the heading o f  problem analysis based 
on the four statements in that section. The four groups viewed (a) the identifying and 
analyzing of problem s using relevant information (3.61). (b) framing issues and 
identifying possible causes (3.35). (c) seeking additional information as needed (3.49). 
and (d) assisting others in forming reasoned opinions about problems and issues (3.38) as 
important or very important competencies for the prospective principal.
The four groups believed that identifying and analyzing problems with relevant 
information was som ew hat natural (2.64) with some learning taking place in the 
classroom (2.81). They believed the most likely places to leam this skill to be during an 
internship (3.22) and through job experience (3.30). The framing of issues and 
identifying possible causes was viewed as more likely learned during an internship (3.16) 
and through job  experience (3.15). The four groups believed that seeking additional
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information as needed could be somewhat natural (2.71) and some learning could take 
place in the classroom (2.77), but was more likely learned during an internship (3.16) and 
through job experience (3.30). Assisting others in forming reasoned opinions about 
problems and issues might be somewhat natural (2.63) or learned in the classroom (2.54); 
however, they believed the most likely places to learn this skill to be through the 
internship (3.11) and during job experience (3.23)
While the mean of the groups (2.71) for the competency o f seeking additional 
information as needed was described as a good natural characteristic, they differed 
significantly between the groups (2.37-3.29). A post hoc Student-Newman-Keuls test 
revealed that board chairs and college and university professors did not differ in their 
perception as to the significance o f this natural characteristic. Principals tended to align 
themselves with all other groups; however, superintendents rated this natural 
characteristic significantly higher than the other groups.
The nature o f the superintendency requires a “big picture" view with 
accountability on many levels. Their position is often advisory, and experienced 
superintendents believe that the function o f leadership is best served if one has a natural 
ability for assisting others in their opinion and decision process.
Judgment
There w'ere 10 hypotheses (61-70) under the heading o f  judgment based on the 
two statements in that section. The four groups viewed (a) reaching logical conclusions 
and making quality, timely decisions using the best available information (3.84) and (b) 
giving priority to significant issues (3.70) as very important competencies for the 
prospective principal.
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The four groups viewed reaching logical conclusions with the best information as 
a natural characteristic (3.07) but with learning likely to take place during an internship 
(3.01) or through job  experience (3.21). They differed significantly from the mean (M) 
regarding their opinions of the natural characteristic (2.73-3.53). A post hoc Student- 
Newman-Keuls test revealed that college and university professors did not differ from 
board chairs and principals. Superintendents rated this characteristic significantly higher.
The four groups also differed significantly from the mean (A/) regarding the 
natural characteristic o f giving priority to significant issues (2.42-3.08). A post hoc 
Student-Newman-Keuls test, however, revealed that there were no significant differences 
between the four groups.
All four groups believed that the internship (3.12) and job experience (3.32) were 
the best places to learn how to give priority to significant issues, but they differed 
significantly among the groups from the mean (m) about the learning during the 
internship experience (2.72-3.27). A post hoc Student-Newman-Keuls test revealed that 
superintendents differed from all other groups. They rated the experience of giving 
priority’ to significant issues significantly lower than professors, chairs, and principals.
The data does not suggest reasons for the superintendents' rating. They believed 
the competency to be very important, with the best place for learning to be through job 
experience. They shared the belief with principals that it was an important, natural 
characteristic.
Organizational Oversight
There were 20 hypotheses (71-90) under the heading of organizational oversight 
based on the four statements in that section. The four groups viewed (a) establishing
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procedures to manage activities (3.49), (b) demonstrating effective classroom supervision 
(3.48), (c) providing effective oversight o f  financial and facility matters (3.58). and (d) 
directing and supporting student safety and management (3.23) as important or very 
important competencies for the prospective principal.
The four groups believed that establishing procedures to manage projects and 
activities was best learned during the internship (3.21) and through job  experience (3.27). 
The best places for learning to be effective in classroom superv ision was viewed by the 
groups as in the formal classroom (3.08). during the internship (3.34), and through jo b  
experience (3.27). Financial and facility oversight was believed to be best learned during  
the internship (3.23) or through job experience (3.50). All four groups viewed directing 
and supporting student safety and management as best learned during the internship 
(3.17) and through job  experience (3.37). They differed significantly among the groups 
(3.07-3.61) as to the strength o f  learning through job experience.
A post hoc Student-Newman-Keuls test revealed that principals rated practice 
significantly higher than board chairs. One might conclude that currently serving 
principals have a more immediate awareness o f  the needs for student safety and believe 
that experience is the most practical teacher.
Implementation Skills 
There were 20 hypotheses (91-110) under the heading o f  Implementation Skills 
based on the four statements in that section. The four groups viewed (a) putting 
programs and change efforts into action (3.38), (b) establishing project checkpoints 
(3.15), (c) providing “midcourse" corrections as needed (3.40), and (d) recognizing new
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conditions and making adaptations (3.50) as important competencies for the prospective 
principal.
The four groups believed that putting programs and change efforts into action was 
best learned during the internship (3.07) and through job experience (3.31). They viewed 
establishing project checkpoints and project monitoring as important learning during the 
internship (3.15) and through job experience (3.13). Providing “midcourse’' corrections 
when actual outcomes start to diverge from intended outcomes was believed to be best 
learned during the internship (3.16) and through job experience (3.30). The four groups 
described recognizing and adapting to new conditions as best learned during the 
internship (3.10) and through job experience (3.31).
It seems apparent that all o f  the competencies for implementation of these skills 
are best learned by practical application during internship and job experience.
Delegation of Authority
There were 10 hypotheses (111-120) under the heading of Delegation o f 
Authority based on the two statements in that section. The four groups viewed (a) 
assigning projects with clear authority for timely completion (3.65) and (b) following up 
on delegated activities (3.56) as very important for the prospective principal.
All four groups believed that the assigning of projects with clear authority for 
timely completion was best learned during the internship (3.21) and through job 
experience (3.48). They viewed the best places to learn to follow up on delegated 
activities to be during the internship (3.17) and through job experience (3.41). There 
was. however, significant variance between the groups concerning the follow-up of
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delegated activities (3.08-3.82). A post hoc Student-Newman-Keuls test revealed that 
superintendents rated the practice significantly h igher than board chairs.
It may be argued that since the responsibilities o f  superintendents cover a broader 
geographical territory, they rate the importance o f  following up as particularly important 
for management success.
Instruction and the Learning Environment
There were 20 hypotheses (121-140) under the heading of Instruction and the 
Learning Environment based on the four statements in that section. The four groups 
viewed (a) creating a school climate for learning (3.78). (b) recognizing the 
developmental needs o f  students (3.52). (c) ensuring appropriate instructional methods 
(3.46). and (d) accommodating differences in cognition, culture, and achievement (3.27) 
as important or very important for the prospective principal.
The four groups viewed creating a school climate for learning as best experienced 
through the internship (3.26) and during job experience (3.30). They agreed that the best 
places to learn to recognize the developmental needs o f  students were by formal learning 
in the classroom (3.15). during the internship (3.08). and through job experience (3.27). 
Appropriate instructional methods were described as best learned in the formal classroom 
(3.19). during an internship (3.06), and through jo b  experience (3.16). Recognizing 
cognition, culture, and achievement differences was believed by all four groups to be 
learned through formal classroom study (2.93). the internship (2.99). and through job 
experience (3.03).
While the internship and job experience seem to be good places for learning the 
practical application o f  providing an environment for instruction and learning, the formal
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setting of the classroom is necessary for preparing principals to manage this environment 
effectively.
Classroom Curriculum 
There were 25 hypotheses (141-165) under the heading of Classroom Curriculum 
based on the five statements in that section. The four groups viewed (a) building 
schedules for learning (3.26); (b) planning and implementing a framework for instruction 
which meets state and denominational requirements (3.55); (c) adjusting contents to 
needs (3.23); (d) providing effective supervision (3.61); and (e) demonstrating 
knowledge of state laws and registrar records (3.24) as important or very important for 
the prospective principal.
All four groups believed that the internship (3.31) and job experience (3.28) were 
the best places to learn how to build schedules for learning and instruction. They viewed 
the planning and implementing of staff frameworks for instruction as best learned during 
an internship (3.17) and through job experience (3.32). The adjustment o f course content 
to needs and the groups described conditions as best learned during an internship (3.02) 
and through job experience (3.29).
Some preparation for leadership in effective classroom supervision was viewed as 
learned in the formal classroom (2.93), but the best places were described as during the 
internship (3.28) and through job experience (3.30). The formal classroom (3.01), 
internships (3.09), and job experience (3.35) shared the groups’ response to the best 
places to learn about state laws and registrar records.
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Internships and job experience continue to be focal points in the development of 
skills in classroom curriculum, but these are effective only after the principal has 
developed the foundational concepts learned in the formal classroom.
Student Guidance and Development
There were 15 hypotheses (166-180) under the heading of Student Guidance and 
Development based on the three statements in that section. The four groups viewed (a) 
understanding and accommodating student growth and development (3.40). (b) 
responding to parent and family needs (3.64). and (c) planning for a comprehensive 
program of religious and secular student activities (3.53) as important or very important 
for the prospective principal.
All four groups viewed the best places for learning to understand and 
accommodate student growth and development to be the formal classroom (2.94), the 
internship (2.95). and through job experience (3.16). They believed that responding to 
parent and family needs could be learned best during the internship (3.15) and through 
job experience (3.36). The respondents described the planning of religious and secular 
student activities as best learned during the internship (3.26) and through job  experience 
(3.39).
While the mean of the groups indicated that a good place for learning to plan 
religious and secular activities was during an internship, their group scores, with a range 
o f 2.94 to 3.46, showed significant variance. A post hoc Student-Newman-Keuls test 
revealed that academy principals rated the experience of planning religious and secular 
student activities during the internship significantly higher than the other three groups.
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This may reflect their active day-to-day involvement in planning these activities and their 
view o f  its importance in effective principal preparation.
Staff Development
There were 20 hypotheses (181 -200) under the heading of Staff Development 
based on the four statements in that section. The four groups viewed (a) working with 
faculty to identify professional needs (3.43). (b) planning and organizing programs for 
faculty and staff effectiveness (3.56). (c) providing feedback on performance (3.54). and 
(d) engaging faculty in planning and participation for s taff recruitment (3.28) as 
important or very important for the prospective principal.
All four groups viewed working with staff to identify professional needs as best 
learned during an internship (3.18) and through job experience (3.56). While agreeing 
with the importance of learning through job experience, they showed significant variance 
in their responses (3.18-3.71).
A post hoc Student-Newman-Keuls test revealed that superintendents rated 
working with staff significantly higher than working with board chairs. It may be 
inferred that since the duties o f  superintendents encompass a large number o f  people 
from a broad geographical area with less daily interaction, formal planning with staff 
becomes more essential to accomplish professional goals.
All four groups viewed planning and facilitating faculty and staff effectiveness as 
best learned during an internship (3.18) and through job  experience (3.48). They 
believed an important place for feedback on performance was during the internship (3.10) 
and especially through job experience (3.35). Regarding the involvement o f  s taff in peer
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recruitment, they viewed the internship (3.16) and job experience (3.46) as the best places 
of learning.
It is significant to note that all four groups agreed that the internship and job 
experience were important places for learning competencies in staff development.
Measurement and Evaluation
There were twenty hypotheses (201-220) under the heading of Measurement and 
Evaluation based on the four statements in that section. The four groups viewed (a) 
determining diagnostic information needed (3.08) and (b) developing equivalent 
measures of competence (3.17) as important, while believing that (c) interpreting 
measurements or evaluations (2.74) and (d) designing accountability mechanisms (2.90) 
were somewhat important for a perspective principal.
All four groups viewed the best places for learning diagnostic information needed 
for students to be in the formal classroom (3.02). during an internship (2.94), and through 
job experience (3.12). They believed that interpreting measurements for evaluation was 
best learned in the formal classroom (3.08), with the internship (2.91) and job experience
(2.96) as good places for learning. The best places of learning to develop equivalent 
measures of competence were shared equally in the formal classroom setting (2.93 and 
through job experience (2.93). All four groups considered the designing of accountability 
mechanisms for the classroom as best learned through job experience (3.07), followed by 
the internship (2.92) and the formal classroom (2.87).
Information, planning, and skills for measurement and evaluation are experienced 
through application but may be understood best through study during formal classroom.
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Resource Allocation 
There were 25 hypotheses (221-245) under the heading o f resource allocation 
based on the five statements in that section. The four groups viewed (a) planning and 
developing the school budget with staff (3.59), (b) monitoring expenditures and 
collections (3.54), (c) demonstrating responsible facility planning and plant management 
(3.45), (d) effectively managing student labor where appropriate (2.87), and (e) practical 
oversight for food and other institutional services (2.81) as somewhat important to very 
important for the perspective principal.
All four groups viewed the best places for planning and developing the school 
budget with staff to be during an internship (3.12) and through job experience (3.33). 
They believed that monitoring expenditures and collections was best learned during an 
internship (3.19) and through job experience (3.38). The best places for demonstrating 
responsible facility planning and plant management were described as during an 
internship (3.06) and through job experience (3.32). The respondents considered the 
effective management o f student labor to be best learned during an internship (2.99) and 
through job experience (3.17). All four groups viewed the practical oversight for food 
and other institutional services to be through job experience. (3.12). They did, however, 
show significant variance between the groups (2.52-3.11).
A post hoc Student-Newman-Keuls test revealed that there were no significant 
differences between the four groups in their perception about the practical oversight for 
food and other institutional services.
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Staff Motivation
There were 25 hypotheses (246-270) under the heading of Staff Motivation based 
on the five statements in that section. The four groups viewed (a) creating conditions for 
planning and staff participation (3.65), (b) facilitating teamwork and collegiality (3.65). 
(c) treating staff as professionals (3.76), (d) recognizing and rewarding effective 
performance, and (e) serving as a role model (3.76) as important or very important for a 
prospective principal.
All four groups viewed the best places for learning to create conditions for 
planning and staff participation to be during an internship (3.17) and through job 
experience (3.29). They believed the facilitation o f  teamwork and collegiality to be best 
learned during an internship (3.29) and through job  experience (3.38). Treating staff as 
professionals was described as best learned during an internship (3.26) and through job 
experience (3.42). The best places for recognizing and rewarding effective performance 
were viewed as during an internship (3.08) and through job experience (3.28). All four 
groups considered serving as a role model to be best learned during an internship (3.22) 
and through job experience (3.45).
As with most other competencies, all the groups view the internship and job 
experience as the best places o f learning.
Interpersonal Sensitivity
There were 20 hypotheses (271-290) under the heading of Interpersonal 
Sensitivity based on the four statements in that section. The four groups viewed (a) 
perceiving the needs and concerns o f others (3.63). (b) working with others in stress or 
conflict situations (3.69). (c) relating to people o f various backgrounds (3.56), and (d)
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obtaining appropriate feedback (3.46) as important or very important for the prospective 
principal.
All four groups viewed perceiving of needs and concerns for others to be a natural 
characteristic (3.28) with the best places for learning to be during the internship (2.96) 
and more likely through job experience (3.25). The ability to work with others in stress 
or conflict situations was believed to be a natural characteristic (3.17), with the best 
places for learning to be during the internship (3.05) and through job experience (3.25). 
All four groups perceived relating to people o f various backgrounds as a natural 
characteristic (3.08). which could be somewhat learned during an internship (2.97) and 
more likely learned through job experience (3.18). The skill of obtaining appropriate 
feedback was viewed as best learned during an internship (3.04) and through job 
experience (3.17).
All four groups believed that interpersonal sensitivity was a natural characteristic 
that could be developed with intern training and during job experience.
Oral and Nonverbal Expression
There w ere 20 hypotheses (291-310) under the heading of Oral and Nonverbal 
Expression based on the four statements in that section. The four groups viewed (a) 
effective presentation skills adapted to the audience (3.35). (b) using proper grammar and 
speaking articulately (3.35), (c) clarifying and restating questions, and (d) adapting, 
responding, reviewing and summarizing information for audiences (3.10) as important for 
the prospective principal.
All four groups agreed that effective presentation skills adapted to the audience 
were important (3.35). They believed that this skill was a natural characteristic (2.81)
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that could be developed through formal learning in the classroom (2.78), the internship
(2.96). and especially through job experience (3.24). The groups believed that using 
proper g ram m ar and speaking articulately were best learned in the formal classroom 
(3.41). with the internship (2.84) and job  experience (2.91) as good places for learning.
The four groups perceived good grammar and articulate speaking as a natural 
characteristic. A post hoc Student-Newman-Keuls test revealed that though the groups 
ranged from 2.19 to 2.86. there were no significant differences between the four groups.
All four groups ranked the importance of clarifying and restating questions as 
important (3.11). A post hoc Student-Newman-Keuls test revealed that though the 
groups ranged from 2.79 to 3.35. there were no significant differences between the four 
groups.
It m ay be noted that principals rated the importance o f  adapting, responding, 
reviewing, and summarizing for audiences higher (3.35) than the other groups while 
board chairs (2.79) believed this to be less important than all o ther groups.
Written Expression
There were 15 hypotheses (311-325) under the heading o f  Written Expression 
based on the three statements in that section. The four groups viewed (a) writing clearly 
and concisely (3.42). (b) demonstrating technical proficiency in writing, and (c) tailoring 
messages to meet unique audience needs (3.31) as important for the perspective principal
All four groups agreed that writing clearly and concisely was best learned in the 
formal c lassroom  (3.43) with some learning taking place during the internship (2.77) and 
through jo b  experience (2.87).
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The groups agreed that demonstrating technical proficiency in writing was 
important; they differed significantly among the groups with a range o f 2.71 to 3.41. A 
post hoc Student-Newman-Keuls test revealed that superintendents rated the importance 
of demonstrating technical proficiency in writing significantly higher than all other 
groups. All the groups believed that the best place for learning this proficiency was in 
the formal classroom (3.40) with some learning taking place during the internship (2.67) 
and through job experience (2.73).
Places for learning to tailor messages to meet unique audience needs was shared 
by learning in the formal classroom (2.99), the internship (2.91), and job experience 
(3.03).
Perhaps the higher rating of superintendents regarding the need for proficiency in 
technical writing is impacted by their need to communicate clearly with teachers who are 
some distance from their offices.
Philosophical and Cultural Values
There were 10 hypotheses (326-335) under the heading o f Philosophical and 
Cultural Values based on the two statements in that section. The four groups viewed (a) 
expecting and modeling ethical standards (3.90), and (b) understanding American culture 
and current social and economic issues related to education as important or very 
important for the perspective principal.
The four groups believed that expecting and modeling ethical standards was a 
natural characteristic (3.14) that could be learned during the internship (3.11) and through 
job experience (3.20). The groups believed that the best places for learning to 
understand American culture and current social and economic issues were in the formal
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classroom (2.96). daring  the internship (2.93). and through job experience (2.93). They 
differed significantly among the groups concerning this as a natural characteristic (1.85- 
2.65). A post hoc Student-Newman-Keuls test revealed that superintendents rated this 
natural characteristic significantly higher than board chairs.
The importance of expecting and modeling ethical standards scored higher than 
any other competency (3.90) among the four groups.
Legal and Policy Applications 
There were 10 hypotheses (336-345) under the heading of Legal and Policy 
Applications based on the two statements in that section. The four groups view'ed (a) 
acting in accordance w ith federal, state, and church policies, standards, and regulations 
(3.71) and (b) recognizing standards of care involving civil and criminal liability (3.62) 
as very important for the prospective principal.
The four groups believed that the best places for learning to act in accordance 
with policies, standards, and regulations were in the formal classroom (3.25). during the 
internship (3.30). and through job  experience (3.36). They viewed the recognition of 
standards of care involving civil and criminal liability as best learned in the formal 
classroom (3.50) followed by the internship (3.31) and job  experience (3.34).
It appears that all four groups agree that the formal classroom forms the 
foundation for learning legal and policy applications for educational leadership.
Development and Fund-Raising 
There were 10 hypotheses (346-355) under the heading of Development and 
Fund-raising based on the two statements in that section. The four groups view ed (a)
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understanding and supporting development and fundraising (3.23) and (b) sharing 
development needs with appropriate people (3.31) as important for the perspective 
principal.
All four groups believed some learning for understanding and supporting 
development and fund-raising could take place in the formal classroom (2.75). but the 
best places for learning were the internship (3.01) and through job experience (3.17). 
They agreed that sharing development needs with appropriate people was best learned 
during the internship (3.05) and through job experience (3.26).
All the groups directly linked this competency to the internship and job 
experience.
Marketing and Recruitment
There were 25 hypotheses (356-380) under the heading of Marketing and 
Recruitment based on the five statements in that section. The four groups viewed (a) 
initiating reports, news, and information through appropriate channels (3.32). (b) 
encouraging and promoting a positive school reputation (3.77), (c) recognizing and 
providing for internal and external markets (3.30), (d) effectively managing student 
recruitment (3.49), and (e) planning events to highlight school achievement (3.32) as 
important or very important for the perspective principal.
The four groups ranked the internship (3.11) and job experience (3.21) as the best 
places to leam how to initiate reports, news, and information through appropriate 
channels. They believed the skills of encouraging and promoting a positive school 
reputation to be best learned during the internship (3.31) and through job experience 
(3.47). Recognizing and providing for internal and external markets was viewed as best
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learned during the internship (3.14) and through job experience (3.25). All groups rated 
the best places for learning effective management o f  student recruitment to be during the 
internship (3.27) and through job experience (3.44). Planning events to highlight school 
achievements was thought to be learned best during the internship (3.29) and through job 
experience (3.32).
All four groups believed that marketing and recruitment experience was best 
learned during the internship and through job experience.
Boardsmanship
There were 10 hypotheses (381-390) under the heading of Boardsmanship based 
on the two statements in that section. The four groups viewed (a) effective 
communications with the board about school issues and needs (3.85) and (b) 
demonstrating ability to work with the board and chair for planning and management 
(3.78) as very important for the perspective principal.
All four groups believed that communicating effectively with the board was 
learned best during the internship (3.26) and through job experience (3.57). They viewed 
the ability to work with the board and chair as best learned during the internship (3.19) 
and through job experience (3.52).
It can be observed that developing the skills for working with the board and 
keeping them informed about school issues and needs is very important.
In summary, all four groups (academy board chairs, senior academy principals, 
conference and union superintendents, and college and university professors) ranked 21 
of the 22 competencies as important (3.00-3.49) or very important (3.50 and above) for 
the prospective principal. The competency of Measurement and Evaluation (2.97) barely
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dropped into the somewhat important rank. Only 4 o f  the 77 sub-competencies ranked 
below the important level (3.00). They were Interpreting Tests (2.90): Student Labor 
(2.87); Services Oversight (2.81); and Equivalent Testing (2.74).
While the groups recognized that some competencies were natural (6) and others 
best learned in the formal classroom (19), the best places for the learning o f most 
competencies were determined to be during an internship and through job experience 
(70). There was very clear linkage between the internship and job experience. Both were 
considered important for the perspective principal.
There were 14 null hypotheses that were rejected in section 2 (37. 52, 62. 67. 69. 
90, 120, 179. 185. 241.297. 301, 316, and 332) according to the results of the data 
analysis using an ANOVA table. Hypotheses 241. 297, and 301 failed to show any 
significant differences between the groups when post hoc Student-Newman-Keuls tests of 
significance w'ere applied. The remaining 11 null hypotheses showed significant 
differences between the groups but combined totals for each hypothesis showed each as 
somewhat important or important.
Delivery Systems
The research question that guided the survey section on delivery systems is: 
Question 3: What do these four groups recommend as delivery systems or options for 
internship preparation?
This section covers the results o f the data analysis associated with the testing o f 
four null hypotheses (391-394) in the third section o f the survey instrument. The four 
surveyed groups were asked to respond to the question o f who should plan, coordinate.
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deliver, and/or evaluate an internship program. They were requested to circle their one 
best choice from a list o f six options for each statement.
Chi-square was used to analyze the data obtained for each statement. Results 
from group choices for each statement were tabulated as a percentage for each response. 
The decision o f significance for each statement was placed at the .05 level. The four 
groups were not significantly different in their responses for each o f the four statements. 
Therefore, null hypotheses 391-394 were retained.
The four groups responded to the question of the role o f the North American 
Division (NAD) in principal internship programs (DS1) with 37% recommending that the 
NAD initiate planning, but coordinate final implementation with union and local offices 
o f education and Adventist universities. Thirty-three percent (33%) of the respondents 
recommended that the NAD be an equal partner with union and local conferences and 
SDA universities in planning, coordination, delivery, and evaluation. Twenty percent 
(20%) selected the NAD as best serving a secondary role in assisting the unions and local 
conferences and universities as requested.
Results suggest that the North American Division Office o f  Education should take 
a leading role in the establishment of principal internship programs in cooperation with 
unions, local conferences, and Seventh-day Adventist colleges and universities.
The four groups responded to the question of the role o f Union Conference 
Offices of Education in principal internship programs (DS2) with 62% recommending 
that they be equal partners with the NAD Office o f Education, local conferences, and 
Adventist universities in planning, coordination, delivery, and evaluation. Seventeen 
percent (17%) o f the respondents recommended that the Unions have a secondary' role
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and 10% suggested that planning be initiated at that level but coordinated with the other 
three entities.
Results suggest that the Union Offices o f  Education should serve a vital role in 
participating with the North American Office o f Education, local conferences, and 
Seventh-day Adventist universities in planning and implementing principal internship 
programs.
The four groups responded to the question of the role of local conferences of 
education (DS3) in principal internship programs with 48% of the respondents 
recommending that they be equal partners with the North American Office o f Education, 
union conferences, and SDA colleges and universities in planning, coordination, delivery, 
and evaluation. Twenty-eight percent (28%) suggested that they have a secondary role to 
the NAD, union conferences, and Adventist colleges and universities. Twelve percent 
(12%) believed that the local conferences should be involved only in approving the plans 
for internship programs.
Results suggest that local conferences should participate at various levels in the 
principal internship but not take the leading role in the process.
The four groups responded to the question of the role of Seventh-day Adventist 
universities in principal internship programs (DS4) with 54% recommending that the 
universities be equal partners with the North American Office of Education and union 
and local conferences in planning, coordination, delivery, and evaluation. Twenty-seven 
percent (27%) suggested that the universities have a secondary role in assisting the NAD 
and union and local conference offices o f education. Twelve percent (12%) believed that
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the universities should initiate planning but coordinate final implementation with NAD 
and union and local conference offices o f education.
Results suggest that Seventh-day Adventist universities must be viable partners in 
the process of planning, coordination, delivery, and evaluation of principal internship 
programs.
Summary'
Board chairs, academy principals, superintendents, and college and university 
professors agree that four major educational groups must share in the process o f planning, 
coordination, delivery, and evaluation o f principal internship programs. The North 
American Division Office o f Education best provides the leadership role in bringing the 
other entities together to implement a coordinated process
Conclusions
The following conclusions are the results of an analysis o f the information 
gathered from the surveys received from secondary board chairs, senior academy 
principals, union and local superintendents, and college and university professors.
1. All four groups believed that a formal principal internship should be an 
important component in the preparation o f prospective academy principals.
2. Most believed that an internship or its equivalent should be required for 
denominational administrative certification.
3. All four groups believed that participating in a formal internship program 
would shorten the learning curve for new principals.
4. The groups recommended that the time for internship experience should 
be not less than 6 months but more likely 1 year.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
147
5. The groups believed that the 22 competencies listed for prospective 
principals in section 2  o f  the survey were important.
6 . All four groups believed that most competencies were best learned during 
an internship or through jo b  experience.
7. The groups recommended that the North American Office o f  Education 
take a leadership role in bringing union and local conferences and Adventist colleges and 
universities together for the development of a principal internship program.
8 . All four groups believed that the North American Office o f  Education, 
union and local conferences, and Adventist colleges and universities should work 
together in the planning, coordination, delivery, and evaluation of principal internship 
programs.
Recommendations fo r Practice
It is recommended that study be given by Adventist educational leaders and 
organizations on how to implement the following ideas for practice:
1. Because o f  the broad-based recognition of the need for a principal
internship program, it is recommended that the North American Division Office of 
Education take a leading role in working with union and local superintendents, and 
Adventist college and university professors for the development of a model principal 
internship program. Com ponents  would include day and boarding-school preparation, 
authority and responsibility o f  the intern, expected learning experiences and outcomes, 
specific skill expectations, evaluation, and coordinated responsibility. The 4 /M A T
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principals' model, based on learning and leadership styles, could provide development 
assistance.
2. A key concern expressed by Adventist educational leaders was the issue of 
funding for prospective principal participation in an internship program; therefore, study 
should be given to developing financial resources for implementation of internship 
programs.
3. Because the yearly openings for principal positions continues to exceed 
the available, qualified candidate pool, study should be given to the development o f ways 
to attract and retain administrators, including recruitment methods, training opportunities, 
incentives, perks, moving expenses, wage scales, contracts, spousal careers and career 
ladders.
4. Current research suggests that mentoring is one o f the best methods o f 
assisting new principals in developing job skills; therefore, study should be given to the 
development of a mentoring program model that includes the identification and training 
o f potential mentors and specific guidelines for working with new principals.
5. Many states and educational institutions have developed Principal Centers 
as one of the ways to provide resources, training, and continued professional assistance to 
prospective and practicing principals; therefore it is recommended that appropriate study 
be given to the development of a Principal Center at an Adventist institution of higher 
learning.
6. In order to meet the needs of schools seeking principal leadership, it is 
often necessary to hire new principals without internship experience; therefore it is 
recommended that study be given to the development o f a training format to meet this
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contingency. This may include mentoring, online classes, workshops, site visits, 
portfolios, or other tools for effective learning.
7. The principal internship requires time, energy and commitment. To 
effectively attract candidates, study should be given to developing a process for the 
placement of participants after the completion o f their internship experience.
Recommendations for Further Research
This study represents a first step in the process needed for the development of 
effective training methods for prospective candidates and new principals in the Adventist 
educational system. Survey results have indicated that all four-leader groups in Adventist 
education perceive the principal internship as a very important need. In addition to the 
seven recommendations for study, researchers will find many opportunities to contribute 
to the body of knowledge in this field. Listed below are recommendations for further 
research:
1. Recommended that a replicated study be made using a confidentiality 
approach to survey responses to increase the percent o f returns by direct access to 
individual participants.
2. Recommended that the study be broadened to include elementary school 
principals, teachers, parents, and potential candidates in the population.
Endnote
As a principal o f 29 years, I have had opportunities to share in many experiments, 
and participate in the continued challenges of Adventist educational administration. It
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has been stimulating and rewarding, though I have said good-bye to many fine principals 
who have pursued other occupational options. I believe this has been a great loss to the 
field o f educational administration but more importantly to our students and teachers.
It is my hope that Adventist professionals at even,' level will take note of the 
results o f this survey and move forward expeditiously with the development o f a 
principal internship program that can be widely accepted in North America. Planning, 
coordination, delivery, evaluation, and funding issues must be considered, but we cannot 
continue to pursue the path of least resistance. There have always been “giants in the 
land." This is a time for vision, leadership, and action. How will we respond?
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Internship Assessment
January 2001
Instructions: This questionnaire seeks answers based on vour perceptions  of the following statements. The term 
'internship' refers to a field-based experience for prospective and new secondary school principals. Read these 
statements and circle die number that best represents your opinion. Some questions will require a check mark or a 
short written response.
0=No im portance l=Som e im portance 2= lm portan t 3=V er\ im portant 4=Essential
1. | .An internship should be part o f  the principal training process for prospective and new 
| principals
0 1 2 3 4
2. .An intemshiD or its eauivalent should be reauired  for secondary administrative 
certification
0 1 2 3 4
3. i  Principal interns should receive the same training whether planning on day or boarding 
{ school leadership
0 1 2 3 4
4. 1 .An internship will shorten the learning curve for effective school administrative 
I leadership
0 1 2 3 4
5. Please check: The length o f  an internship program should be
 One school year  One semester  Nine weeks
 Unspecified
The planned administrative field experience/internship will assist in the development o f certain competencies for 
administrative leadership. A competency is an observable behavior which demonstrates that the person has the 
knowledge and skills to do the job.
Importance Scale: The degree o f  importance attached to the statement as a characteristic o f  the principalship 
S'atural Characteristic: inherent within the individual. Cannot be taught.
Classroom: Format learning that may be taught in the context o f  a course, seminar, lecture, etc
Internship: A field-based learning experience under the direction o f  a mentor m the school setting
Job: Learning which best takes place in the context o f  employment as compared to learning prior to the jo b  1.4 paid
working position as a secondary school principal. )
Competency learning may take place in a number of ways. Please circle the number under each category that you 
believe best represents its degree o f  importance or the measure o f  learning for each statement.
0 = Not related to this competency
1 = A small part of the learning may occur here
2 = A good place for some o f  the learning related to this competency
3 = One of the main places (along with others) for learning this competency
4 = The best place for learning this competency
A. LEADERSHIP:____________ Statem ent___________ Im portance N atural Classroom In tern sh ip  Job
1. Perceives self as a spiritual leader 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
Facilitates a shared vision for the school in 
harmony with Seventh-day Adventist 
educational philosophy
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Creates a school climate for learning and self 
direction within the context o f  Christian values
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
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B. IXFORMATION COLLECTION: S ta tem en t Im portance N a tu ra l C lassroom  Internship Job
1. Seeks information about policies, rules, laws, 
precedents, and practices
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2 Seeks relevant information to establish 
relationships among issues and events
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Classifies and organizes information for use in 
decision-making
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
4.
I
Avoids reaching quick conclusions or decisions 
with limited data
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
C. PROBLEM  ANALYSIS:
1. Identifies and analyzes problems using relevant 
information
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Frames issues and identifies possible causes 0 1 2 3 4 0 12  3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Seeks additional information as needed 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
4. .Assists others in forming reasoned opinions 
about problems and issues
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
D. JUDGMENT:
1. Reaches logical conclusions and m akes quality, 
timely decisions using the best available 
information
G 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. G ives priority to significant issues 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
£. ORGANIZATIONAL OVERSIGHT: Importance N atu ra l C lassroom  Internship Jo b
1. Establishes procedures to manage activities and 
m onitor projects to meet agreed deadlines
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Demonstrates effective classroom supervision 0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
Provides effective oversight o f  financial and 
facilitv matters
0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
4. Directs and supports dormitory/village student 
safety and management
0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
F. IMPLEMENTATION SKILLS:
1. Puts programs and change efforts into action 0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Establishes project checkpoints and monitors 
progress
0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Provides "midcourse- corrections when actual 
outcomes start to diverge from intended 
outcomes
0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
4. Recognizes new conditions and makes 
appropriate adaptations
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
G. DELEGATION OF AUTHORITY:
1. Assigns projects, tasks, and responsibilities 
together with clear authority to accom plish them 
in a timelv and acceptable manner
0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 12  3 4
2. Follows up on delegated activities 0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
H. INSTRUCTION AND THE LEARNING ENVIRONMENT:
1. I Creates a school climate for learning 0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Recognizes the developmental needs o f  students 0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. ] Ensures appropriate instructional m ethods 0 1 2 3 4 0  1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
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j  4. j  Accommodates differences in cognition, culture. 0 1 2 3 4 | 0 1 2 3 4 0 12 3 4 0 1 2 3 4 0 1 2 3 4
| | and achievement L .  _ l
I. CLASSROOM CURRICULUM: S tatem ent_____ Im portance N atural Classroom In ternsh ip  Job
1. Builds class schedules which provide effective 
opportunities for learning and instruction
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. ! Plans and implements with staff a framework 
j for instruction which meets state and 
| denominational requirements
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 12 3 4
3. Adjusts content as needs and conditions change 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
4. Provides effective classroom supervision | 0 12 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
5. | Demonstrates familiarity with the state laws and 1 0 12 3 4 
| registrar records I
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 12  3 4
J. STU D E ST GUIDANCE AND DEVELOPMENT:
1. Understands and accommodates student growth 
and development
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2 Responds to parent and family needs 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Plans for a comprehensive program o f  religious 
and secular student activities
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
K. STAFF DEVELOPMENT
1. I Works with faculty and staff to identify 
professional needs
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Plans, organizes, and facilitates programs that 
improve faculty and staff effectiveness
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. 1 Provides feedback on performance 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
*■ Engages faculty and others to plan and 
participate in recruitment and staff development 
activities
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
L  MEASUREMENT AND EVALUATION:___________Im portance N atural Classroom Internship Job
1. Determines what diagnostic information is 
needed for students, staff, and the school 
environment
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2 Interprets measurements or evaluations for 
others
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Develops equivalent measures o f competence 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
4. Designs accountability mechanisms 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
M. RESOURCE ALLOCATION:
1 P la n e  n n r t r ln v n ln n c  th n  cr*hn1- Plans and develops the school budgets with 
appropriate faculty and staff
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
1 Monitors budgetary expenditures and account collections
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Demonstrates responsible facility planning and 
plant management
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 34 0 1 2 3 4
4. Effectively manages student labor where 
appropriate
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 12 3 4
5. Provides practical oversight for food and other 
institutional services
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
N. STAFF MOTIVATION:
1. Creates conditions that encourage planning and 0 1 2 3 4 0 1 2 3 4  10 1 2 3 4 0 1 2 3 4 0 1 2 3 4
participation with staff members 1 ___
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2. Facilitates teamwork and collegiality 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Treats staff members as professionals 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
14- Recognizes and rewards effective performance 0 1 2 3 4 0 1 2 3 4 0 12  3 4 0 1 2 3 4 0 1 2 3 45. Serves as a role model 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
O. INTERPERSONAL SENSITIVITY: Statement Im portance Natural C lassroom Internship Job
1. Perceives the needs and concerns o f others 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Works well with others in emotionally stressful 
situations or conflicts
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Relates to people o f  varying backgrounds 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
4. Obtains appropriate feedback 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
P. ORAL AND NONVERBAL EXPRESSION
1. Demonstrates effective presentation skills and 
adapts to audiences
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
"I Uses proper grammar and speaks articulately 0 1 2 3 4 0 1 2 3 4 0 12  3 4 0 1 2 3 4 0 1 2 3 4
3. Clarifies and restates Questions 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
Adapts, responds, reviews, and summarizes for 
audiences
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 12 3 4
i
0 . WRITTEN EXPRESSION:
I 1. I Writes clearlv and concisely 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2' Demonstrates technical proficiency in writing 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Tailors messages to meet the needs o f unique 
audiences
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
R. PHILOSOPHICAL A N D  CULTURAL VALUES: Im portance Natural C lassroom  In ternship Job
I. Expects and models ethical standards 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Reflects an understanding o f American culture, 
including current social and economic issues 
related to education
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
S. LEGAL AND POLICY APPLICATIONS:
' Acts in accordance with federal, state, and 
denominational policies, standards, and 
regulations
0 1 2 3 4 0 1 2 3 4 0 12 3 4 0 1 2 3 4 0 1 2 3 4
2. Recognizes standards o f  care involving civil and 
criminal liability for negligence and intentional 
torts
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
T. DEV EL OPMENT/FUNDRA ISING:
1. j Understands and supports development concepts 
1 of fundraising
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 12  3 4
2 .Assists in sharing development needs with 
constituents, friends, and alumni
0 1 2 3 4 01234 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
U. MARKETING AND RECRUTEMENT:
1. Initiates and reports news and information 
through appropriate channels
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
2. Encourages and promotes a positive school 
reputation
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4
3. Recognizes and provides for internal and 
external markets
0 1 2 3 4 0 1 2 3 4 0 12  3 4 0 1 2 3 4 0 12 3 4
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4. I Effectively manages student recruitment | 0 1 2 3 4 0 1 2 3 4 0 12  3 4 0 1 2 3 4 0 1 2 3 4
S. ! Plans and organizes events and activities to 
I highlight school achievements
0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 1 2 3 4 0 12 3 4
V. BOARDSMASSHIP:_______ Statement____________Im portance Natural C lassroom  Internship  Job
1. Communicates effectively with the school board 
regarding school issues and needs
0 1 2 3 4 0 1 2 3 4  | 0 1 2 3 4
1
0 1 2 3 4 0 1 2 3 4
2. 1 Demonstrates ability to work with the board and 
1 chair for effective planning and management
0 1 2 3 4 0 1 2 3 4 0 12  3 4 0 1 2 3 4 0 1 2 3 4
(These internship competencies are adapted from the National .Association of Secondary School Principals. The 
National Policy Board, and the Interstate Schools Leaders Licensure Consortium and specialized Seventh-day 
Adventist components.)
Are there items/components not  listed above that you would recommend as part o f an internship program?
Who should plan, coordinate, deliver, and/or evaluate an internship program? Please circle your one BEST choice 
from each of the following statements.
1. The North .American Division (NAD) o f  Seventh-day Adventist Office o f  Education should
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with union and local offices o f education and 
Adventist universities.
c. be equal partners with union and local conferences and SDA universities in planning,
coordination, delivery, and evaluation.
d. have a secondary role in assisting the unions and local conferences and universities as requested.
e. only be involved in approving the plans for internship programs.
f. not actively participate in any part o f  the process.
2. Each Union Conference Office o f Education should
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with the NAD Office o f  Educatioa local 
conferences and Adventist universities.
c. be equal partners with the NAD Office o f Education, local conferences and Adventist universities 
in planning, coordination, delivery, and evaluation.
d. have a secondary role in assisting the N.AD. local conferences and Adventist universities as 
requested.
e. only be involved in approving the plans for internship programs.
f. not actively participate in any part o f  the process.
3. Local conferences of education should
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with the NAD Office o f  Education, union 
conferences, and Adventist universities.
c. be equal partners with the N.AD Office o f  Education, union conferences and Adventist universities 
in planning, coordination, delivery, and evaluation.
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d. have a secondary roie in assisting the NAD. union conferences, and Adventist universities as 
requested.
e. only be involved in approving the plans for internship programs.
f. not actively participate in any part o f the process.
4. Seventh-day Adventist universities should
a. do all the planning for an internship program.
b. initiate planning but coordinate final implementation with the NAD Office o f  Education and union 
and local conference offices o f education.
c. be equal partners w ith the NAD Office o f  Education and union and local conference offices of 
education in planning, coordination, delivery, and evaluation.
d. have a secondary role in assisting the NAD and union and conference offices o f  education as 
requested.
e. only be involved in approving the plans for internship programs.





21 -2 9 ______30-39 40-49 50-59 6(K
3. Years of denominational employment: 






4. If you are or have been a school principal, please answer the following:
A. .Are y ou currently serving as a principal?  Y e s  No
B. How many y ears have you served as a principal?_____
C. Did you take an administrative internship?  Yes
D. If so. w here? ______________________________
No
E. What is your highest degree?
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Table 27. Composite ANOVA Table for Null Hypotheses 1-4: Internship Training
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Table 28. Composite ANOVA Table for Nu
11








u S  j ;  
<  U |  •= <  CL
t» CJc.
3 3 = | Decision
6. Ai -I: The importance of 
perceiving self as a spiritual 
leader
M 3.48 3.74 3.65 3.63 3.63 .804 .485
SD .74 .55 .70 .79 .68
X 29 39 17 27 112
7. Al-N: The natural
characteristic of perceiving self 
as a spiritual leader
M 2.83 3.25 2.78 3.08 3.03 1.520 .214
SD 1.10 .87 .81 1.08 .98
X 29 40 18 25 112
8. AI-C: The formal learning 
of self as a spiritual leader in 
the classroom
M 2.18 2.00 2.29 1.92 2.07 .716 .545
SD .90 1.07 .69 .95 .94
28 38 17 25 108
9. A 1 -In: The experience of 
learning to perceive self as a 
spiritual leader during an
internship
M 2.69 2.35 2.59 2.52 2.51 .506 .679
SD .97 1.32 .80 1.12 l.II
X 26 37 17 25 105
10. Al-J: The learning of
perceiving self as a spiritual 
leader through job experiences 
M 2.19 2.61 2.88 2.76 2.58 1.672 .170
SD 1.21 1.24 .93 1.05 1.16
X 27 38 | 17 25 107








c 2 a  e  so S Totals
P
Hypotheses




5 . |  
<  i :
'n co u c.3
=2 > *  ,9 '£ o
r
Decision
11. A2-I: The importance of 
facilitating a shared school
vision
M 3.66 3.77 3.81 3.73 3.74 .350 .789
SD .61 .58 .40 .53 .55
Ar 29 39 16 26 110
12. A2-N: The natural
characteristic of facilitating a 
shared school vision
M 2.42 2.59 2.41 2.12 2.42 1.086 .359
SD 1.10 .97 .87 .99 .99
.V 26 39 17 24 106
13. A2-C: The formal learning
for facilitating a shared school
vision
M 2.74 2.64 2.88 2.54 2.68 .286 .836
SD 1.13 .78 .86 .83 .90
N 27 39 17 24 107
I4.A2-In: The experience of 
learning to facilitate a shared
school vision
M 3.23 3.11 2.94 3.08 3.10 .504 .680
SD .91 .70 .75 .70 .76
.V 26 37 17 25 105
15. A2-J: The practice of 
facilitating a shared school
vision
M 2.65 3.16 3.29 3.16 3.06 1.948 .127
SD 1.23 1.03 .85 .75 1.01
N 26 38 17 25 106
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Totals F
Decision
16. A3-I: The importance of 
creating a climate for learning 
and self direction
M 3.72 3.67 3.82 3.81 3.74 .531 .662
SD .53 .62 .39 .56 .55
N 29 39 17 27 112
17. A3-N: The natural
characteristic of creating a 
climate for learning and self 
direction
M 2.39 2.64 2.65 2.29 2.50 1.028 .383
SD 1.03 .78 .79 1.00 .90
N 28 39 17 24 108
18. A3-C: The formal learning 
of creating a climate for 
learning and self direction
M 2.79 2.66 2.76 2.85 2.75 .286 .836
SD .83 .78 .83 .92 .83
A' 28 38 17 26 109
19. A3-ln: The experience of 
creating a climate for learning 
and self direction
M 3.36 3.21 3.11 3.04 3.19 1.046 .376
SD .62 .66 .76 .73 .68
A' 28 39 18 25 110
20. A3-J: The practice o f 
creating a climate for learning 
and self direction
M 3.11 3.45 3.35 3.27 3.30 1.189 .318
SD .83 .65 .79 .72 .74
N 28 38 17 26 109
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2I.B1-I: The importance of
seeking information about
policies, procedures, laws. etc.
M 3.29 3.35 3.47 3.30 3.34 .259 .855
SD .71 .68 .80 .82 .74
A’ 28 37 17 27 109
22. Bl-N: The natural
characteristic o f seeking
information on policies, rules.
laws. etc.
M 1.70 2.00 2.18 1.76 1.89 .993 .400
SD .91 1.08 1.13 1.01 1.03
! V 27 35 17 25 104
| 23. BI-C: The formal learning
to seek information on policies.
procedures, laws. etc.
M 2.82 3.06 3.00 2.96 2.96 .409 .747
SD .86 .79 .79 .96 .85
I. -v 28 36 17 26 107
24. B1 -In: The experience of
learning to seek information on 1|
policies, procedures, etc.
M 3.27 3.42 3.44 3.38 3.38 .371 .774
SD .72 .60 .70 .50 .62
V 26 36 18 26 106
25. Bl-J: The practice of
seeking information on policies.
procedures, etc.
M 3.22 3.42 3.53 3.07 3.30 1.688 .174
SD .80 .60 .62 .96 .77 1
S 27 36 17 27 107 i
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26. B2-I: The importance of 
seeking relevant information to 




















27. B2-N: The natural 
characteristic of seeking 




















28. B2-C: The formal learning 
for seeking relevant information 





















29. B2-ln: The experience of 
learning to seek relevant 
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31. B3-I: The importance of 





















32. B3-N: The natural 
characteristic of classifying and 




















33. B3-C: The formal teaming 
of classifying and organization 




















34. B3-In: The experience of 





















35. B3-J: The practice of 
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36. B4-I: The importance of 
avoiding decisions without 
sufficient data
M 3.57 3.73 3.82 3.52 3.65 1.259 .279
SD .69 .51 .39 .70 .60
A' 28 37 17 27 109
37. B4-N: The natural
characteristic of avoiding 
decisions without sufficient
data
M 2.52 3.22 3.06 2.44 2.83 4.803 .004*
SD 1.05 .76 .83 1.12 .99
N 27 36 17 25 105
38. B4-C: The formal learning
to avoid making decisions 
without sufficient data
M 2.56 2.62 2.82 2.60 2.63 .294 .830
SD .85 1.04 1.00 .96 .95
N 27 37 18 25 106
39. B4-In: The experience of 
learning to avoid making 
decisions without sufficient
data 3.04 3.22 3.24 3.19 3.17 .391 .760
M .76 .79 .56 .75 .73
SD 27 37 17 26 107
A'
40. B4-J: The practice of 
avoiding quick decisions 
without sufficient data
M 3.15 3.54 3.61 3.54 3.45 2.514 .062
SD .66 .69 .50 .76 .69
N 27 37 18 26 108
* Significant at the <.05 level.
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Table 35. Composite ANOVA Table for Null Hypotheses 41-45 Analyzing Problems
1
> ,  e  
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e c  ^  £  
°  w  2 Totals F
P
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<  u 1  • =  <  0 -
u  C





41. C 1 -I: The importance of 
identifying and analyzing 
problems with relevant 
information
M 3.68 3.56 3.53 3.67 3.61 .516 .672
SD .48 .56 .51 .55 .53
N 28 36 17 27 108
42. Cl-N: The natural
characteristic of identifying and 
analyzing problems using 
relevant information
M 2.52 2.81 2.82 2.40 2.64 1.415 .243
SD .85 .75 1.01 1.04 .90
N 27 36 17 25 105
43. Cl-C: The formal learning 
for identifying and analyzing 
problems with relevant info.
M 2.93 2.73 3.06 2.67 2.81 1.414 2.43
SD .68 .69 .66 .83 .73
N 27 37 17 27 108
44. C 1 -In: The experience of 
identifying and analyzing 
problems with relevant info.
M 3.04 3.29 3.33 3.23 3.22 1.098 .354
SD .76 .63 .49 .59 .64
N 27 34 18 26 105
45. C 1 -J: The practice of 
identify ing and analyzing 
problems with relevant info.
M 3.07 3.37 3.35 3.42 3.30 1.393 .249
SD .78 .65 .70 .64 .70
S 27 35 17 26 105
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Table 36. Composite ANOVA Table for Nu
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46. C2-I: The importance of 
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51. C3-I: The importance of 
seeking additional information
as needed
M 3.57 3.42 3.59 3.44 3.49 .490 .690
SD .63 .60 .62 .70 .63
X 28 36 17 27 108
52. C3-N: The natural
characteristic of seeking 
additional information as
needed
M 2.37 2.89 3.29 2.44 2.71 5.755 .001*
SD .93 .71 .77 .92 .88
X 27 36 17 25 105
53. C3-C: The formal learning 
for seeking additional
information as needed
M 2.81 2.68 3.00 2.70 2.77 .566 .639
SD .96 .88 .79 .95 .90
X 27 37 17 27 108
54. C3-ln: The experience of 
seeking additional information
as needed 1
M 3.19 3.17 3.17 3.12 3.16 .050 .985
SD .79 .75 .62 .59 .69
X 27 35 18 26 106
55. C3-J: The practice of 
seeking additional information
as needed
M 3.26 3.31 3.41 3.27 3.30 .209 .890
SD .71 .67 .62 .67 .66
* 27 36 17 26 106
• Significant at the <.05 level.
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56. C4-I: The importance of 
assisting others toward 





















57. C4-N: The natural 
characteristic of assisting others 




















58. C4-C: The formal process 
of learning to assist others 




















59. C4-ln: The experience of 
learning to assist others toward 




















60. C4-J: The practice of 
assisting others toward 
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Table 39. Composite ANOVA Table for Nu 1 Hypotheses 61 -65 Logical Conclusions
>. c 
E "2 p■8 « i
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Hypotheses
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61.D1-I: The importance of 
reaching logical conclusions 
with best information in a
timely manner
M 3.93 3.84 3.82 3.78 3.84 .715 .545
SD .26 .37 .39 .51 .39
S 28 37 17 27 109
62. Dl-N: The natural
characteristic of reaching 
logical conclusions with good 
info, in a timely manner
M 2.96 3.17 3.53 2.73 3.07 3.350 .022*
SD .90 .56 .80 1.12 .88
A' 27 36 17 26 106
63. Dl-C: The formal learning 
of how to reach logical 
conclusions with good info in a
timely manner
M 2.44 2.46 2.59 2.46 2.48 .125 .945
SD .70 .96 .71 .81 .82
N 27 37 17 26 107
64. Dl-In: The experience of 
reaching logical conclusions 
with good info in a timely
manner
M 3.04 3.09 2.67 3.11 3.01 1.441 .235
SD .71 .85 .84 .70 .78
N 27 35 18 27 107
65. Dl-J: The practice of 
reaching logical conclusions 
with good info in a timely
manner
M 3.15 3.28 3.06 3.27 3.21 .419 .784
SD .82 .74 .83 .72 .76
N 27 36 17 26 106 1
Significant at the <.05 level.
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Table 40. Composite ANOVA Table for Null Hypotheses 66-70: Priorities
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r
Decision
| 66. D2-I: The importance of
giving priority to significant
issues
M 3.57 3.78 3.65 3.78 3.70 1.306 .276
SD .50 .42 .61 .42 .48
\ 28 36 17 27 108
67. D2-N: The natural r
j characteristic of giving priority 
to significant issues 
M 2.63 3.08 3.00 2.42 2.79 3.129 .029*
SD .88 .77 .79 1.21 .95
S 27 36 17 26 106
68. D2-C: The formal learning
of giving priority to significant
issues
! M 2.70 2.57 2.71 2.72 2.66 .257 .856
I SD .72 .87 .69 .84 .79
N 27 37 17 25 106
69. D2-ln: The experience of 
giving priority to significant
issues
M 3.19 3.17 2.72 3.27 3.12 2.822 .043*
SD .62 .75 .67 .53 .53
■v 27 35 18 26 26
70. D2-J: The experience of
giving priority to significant
issues
M 3.33 3.31 3.18 3.41 3.32 .357 .784
SD .73 .67 .88 .69 .72
N 27 36 17 27 107
• Significant at the <.05 level.
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Table 41. Composite ANOVA Table for Null Hypotheses 71-75: Procedures
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71. El-I: The importance of 
establishing procedures to
manage projects and activities 
M 3.64 3.42 3.65 3.33 3.49 1.554 .205
SD .49 .69 .49 .78 .65
A' 28 36 17 27 108
72. El-N: The natural
characteristic o f  establishing 
procedures for project
management
M 2.38 2.71 2.65 2.28 2.51 1.408 .245
SD .85 .83 .70 1.17 .92
V 26 35 17 25 103
73.E1-C: The formal learning 
of procedures for managing
projects and activities
M 2.81 2.54 2.88 2.81 2.73 1.002 .395
SD .75 .93 .60 .85 .82
A' 26 37 17 26 106
74. El-In: The experience of 
establishing procedures for
managing projects and activities 
M 3.38 3.14 3.11 3.19 3.21 .863 .463
SD .57 .73 .47 .75 .66
N 26 35 18 26 105
75. El -J: The practice of using 
procedures for managing
projects and activities
M 3.15 3.36 3.29 3.24 3.27 .423 .737
SD .78 .80 .59 .66 .73
N 26 36 17 25 104
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76. E2-1: The importance of 
effective classroom supervision 
M 3.39 3.42 3.50 3.63 3.48 .880 .205
SD .63 .65 .63 .49 .60
N 28 36 16 27 107
77. E2-N: The natural
characteristic of effective
classroom supervision 
M 2.30 2.31 2.53 2.28 2.33 .314 .815
SD .95 .86 .72 1.06 .91
.V 27 36 17 25 105
78. E2-C: The formal learning 
of effective classroom
supervision
M 3.07 2.89 3.35 3.19 3.08 1.335 .767
SD .77 .94 .61 .92 .85
S 28 37 17 27 109
79. E2-ln: The experience of 
effective classroom supervision 
M 3.42 3.34 3.28 3.28 3.34 .240 .868
SD .64 .68 .75 .68 .68
V 26 35 18 25 104
80. E2-J: The practice of 
effective classroom supervision 
M 3.22 3.31 3.35 3.22 3.27 .202 .895
SD .75 .68 .79 .67 .71
* 27 35 17 23 102 I
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Table 43. Composite ANOVA Table for Nu 1 Hypotheses 81 -85 Financial Oversight
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-a=O -  & 2 & E  S P
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■8 |  .1 




'£ e u u o.
3on S i !
Totals F
Decision
81. E3-I: The importance 
effective financial and facility
oversight
M 3.54 3.50 3.69 3.65 3.58 .573 .634
SD .51 .62 .60 .63 .59
N 28 34 16 26 104
82. E3-N: The natural
characteristic of effective
financial and facility oversight 
M 2.00 2.32 2.44 2.21 2.23 .878 .455
SD .96 .84 .81 1.18 .96
/V 27 34 16 24 101
83. E3-C: The formal learning 
for effective financial and
facility oversight
M 2.81 2.77 2.69 2.81 2.78 .071 .975
SD .92 .84 1.01 1.06 .93
.V 27 35 16 26 104
84. E3-In: The experience of 
financial and facility oversight 
M 3.27 3.30 3.12 3.12 3.23 .369 .776
SD .60 .64 .86 .71 .67
N 26 17 23 99
85. E3-J: The practice of 
effective financial and facility
oversight
M 3.39 3.54 3.56 3.54 3.50 .410 .746
SD .69 .61 .63 .59 .62
N 28 35 16 24 103




E - 2  1  ■H a E
> »  J£ 
E «  u  . £ -
- ocSJ
c  £ S e  §y  5  « Totals r
P
U s " O  C J tv =  >  c i
Hypotheses
u  £  ^
<  U 3  ■ =
o .aC / 5 w 1 1 Decision
86. E4-I: The importance of 
directing and supporting student 
safety and management 
M 3.30 3.24 3.29 3.II 3.23 .300 .825
SD .78 .79 .69 .89 .79
S 27 33 17 27 101
87. E4-N: The natural
characteristic of directing and
supporting student safety'
management
M 2.04 2.36 2.12 1.87 2.12 1.155 .331
SD .96 .99 .93 1.15 1.02
.V 26 33 17 24 100
! 88. E4-C: The formal learning 
to direct and support student
safety management 
M 2.65 2.38 2.18 2.35 2.41 1.045 .376
SD .69 .95 .95 1.02 .91
N 26 34 17 26 103
89. E4-ln: The experience of 
directing and supporting student 
safety management 
M 3.16 3.21 3.17 3.12 3.17 .087 .967
SD .69 .65 .71 .73 .68
;V 25 33 18 25 101
90. E4-J: The practice of 
directing and supporting student 
safety management 
M 3.07 3.61 3.41 3.35 3.37 3.065 .032*
SD .83 .56 .80 .56 .70
N 27 33 17 J 26 103
* Significant at the .05 level.
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Decision
91.F1-I: The importance of 





















92. Fl-N: The natural 
characteristic of putting 





















93. Fl-C: The formal learning 





















94. F 1 -In: The experience of 
learning to put program and 




















95. Fl-J: The practice of 
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96. F2-I: The importance of 





















97. F2-N: The natural 
characteristic of using 





















98. F2-C: The formal learning 
o f how to make checkpoints 




















99. F2-ln: The experience of 
making checkpoints and 




















100. F2-J: The practice of 
making checkpoints and 




















Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
180

















































101. F3-1: The importance of 
corrections when outcomes 




















102. F3-N: The natural 
characteristic of making 
corrections when outcomes 




















103. F3-C: The formal learning 
of how to make course 
corrections when outcomes 




















104. F3-In: The experience of 
making course corrections 





















105. F3-J: The practice of 
making course corrections 
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106. F4-I: The importance of 
recognizing new conditions and 




















107. F4-N: The natural 
characteristic of recognizing 





















108. F4-C: The formal learning 





















109. F4-In: The experience of 
learning how to recognize and 




















110. F4-J: The practice of 
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Ill.G I-I: The importance of 
making assignments with clear 




















112. Gl-N: The natural 
characteristic for making 
assignments with clear 




















113.G1-C: The formal 
learning of how to make 
assignments with clear 




















114. G1 -In: The experience of 
making assignments with clear 




















115.G1-J: The practice of 
making assignments with clear 
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Table 50. Composite A N O V A  Table for N u 1 Hypotheses 116-120: Fol owing Up
>> c
E ■g 1 
■8 § 1
>» J£
E 3 « .£■ 
*T3 U
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c 4/5'c  E
-  ^  12 
S e  S 
-Si "  <5 Totals F
P
Hypotheses
3 a  1  
<  u <  a. o.2 3  '= £°  3  £ Decision
116. G2-I: The importance of 
following up on delegated
activities
M 3.52 3.51 3.65 3.62 3.56 .374 .772
SD .51 .61 .49 .50 .54
N 25 37 17 26 105
117. G2-N: The natural
characteristic of following up 
on delegated activities 
M 2.37 2.62 2.82 2.54 2.58 .660 .579
SD 1.06 .86 1.01 1.25 1.03
A' 24 37 17 24 102
118. G2-C: The formal
learning o f how to follow up on 
delegated activities 
M 2.33 2.30 2.59 2.17 2.33 .593 .62!
SD .82 1.05 .94 1.07 .98
N 24 37 17 23 101
119. G2-ln: The experience of 
following up on delegated
activities
M 3.17 3.17 3.06 3.24 3.17 .227 .877
SD .76 .70 .73 .72 .72
N' 24 36 18 25 103
120. G2-J: The practice of 
following up on delegated
activities
Af 3.08 3.38 3.82 3.50 3.41 3.432 .020*
SD 1.06 .72 .39 .58 .77
N 24 37 17 26 104
* Significant at the <.05 level.
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121. HI-I: The importance of 





















122. HI-N: The natural 
characteristic for creating a 




















123.H1-C: The formal 
learning for creating a school 




















124. HI-In: The experience of 





















125. H1 -J: The practice of 






































































126. H2-I: The importance of 





















127. H2-N: The natural 
characteristic of recognizing the 





















128. H2-C: The formal 
learning to recognize the 





















129. H2-In: The experience o f 





















130. H2-J: The practice of 
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132. H3-N: The natural 






















133.H3-C: The formal 





















134. H3-ln: The experience of 
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Table 54. Composite ANOVA Table for Null Hypotheses 136-140: Cognition/Culture
>» e
s  "2 I-B « C
t  a5 .£■
■aco
c Z
-  ^  12 
SQj <U p Totals F
P
Hypotheses
a  ,£ atf O £
<  u
"2 u
! • =  <  a. JL u3
V)
=  ><2 rG £ O
r
Decision
136. H4-I: The importance of 
cognition, culture, and 
achievement is recognized
M 3.14 3.43 3.35 3.15 3.27 1.363 .258
SD .74 .65 .70 .72 .70
N 29 37 17 27 110
137. H4-N: The natural
characteristic of recognizing 
cognition, culture, and 
achievement
M 2.25 2.43 2.41 2.04 2.29 .867 .461
SD 1.00 .90 1.06 1.10 1.00
N 28 37 17 25 107
138. H4-C: The formal
learning to recognize cognition, 
culture, and achievement
differences
M 3.07 2.84 2.88 2.93 2.93 .457 .713
SD .75 .87 .70 .87 .81
N 29 37 17 27 110
139. H4-In: The experience of
recognizing cognition, culture, 
and achievement differences
M 2.92 2.89 3.06 3.15 2.99 .797 .498
SD .56 .77 .80 .73 .72
S’ 26 37 18 26 107
140. H4-J: The practice of
recognizing cognition, culture, 
and achievement differences
M 2.81 3.05 3.18 3.12 3.03 .858 .466
SD .88 .78 .81 .91 .84
N 27 37 17 26 107
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I41.I1-I: The importance of 





















142.11-N: The natural 
characteristic of building 





















143.11-C: The formal learning 
of how to build schedules for 




















144.11-In: The experience of 





















145.11-J: The practice of 





















Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
189












-  2* £ 





•o s  .= a  « u — JZ
<  U
"2 u
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s. °3cr.
^  -1 i
Decision
146.12-1: The importance of 
planning and implementing a 
framework for instruction
M 3.62 3.53 3.53 3.50 3.55 .170 .916
SD .56 .73 .62 .76 .67
V 29 38 17 26 110
147.12-N: The natural
characteristic of planning and 
1 implementing instructional 
frameworks
M 1.75 1.78 2.00 1.54 1.75 .610 .610
SD 1.11 .92 1.27 1.14 1.08
i .V 28 37 17 24 106
| 148:12-C: The formal leamine
to plan and implement staff 
frameworks for instruction
M 3.10 2.82 2.65 2.88 2.88 1.041 .377
SD .82 .90 .93 .97 .90
' N 29 38 17 25 109
149.12-In: The experience of 
planning and implementing 
staff frameworks for instruction
M 3.27 3.16 3.11 3.12 3.17 .297 .827
SD .67 .75 .47 .60 .65
,V 26 38 18 25 107
150.12-J: The practice of 
planning and implementing 
staff frameworks for instruction
M 3.26 3.29 3.71 3.16 3.32 1.579 .199
SD .81 .73 .59 1.11 .84
* 27 38 17 25 107
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Table 57. Composite ANOVA Table for Null Hypotheses 151-155: Content Adjustment
1—
I1 ck e  £ -a  "
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C/3 u  =  £
r
Decision
151.13-I: The importance of
adjusting course content to 
needs and conditions
M 3.28 3.26 3.18 3.19 3.23 .087 .967
SD .70 .75 .64 .74 .71
N 29 39 17 27 112
152.13-N: The natural
characteristic o f adjusting
content to needs and conditions
M 2.07 2.11 2.24 1.83 2.06 .619 .604
| SD .98 .89 1.03 1.13 .99
L . A; 28 38 17 24 107
| 153.I3-C: The forma! learning
of how to adjust content to
needs and conditions
M 2.76 2.38 2.82 2.56 2.59 1.218 .307
SD .83 .96 .95 1.12 .97
.V 29 39 17 25 110
154.13-ln: The experience of 
adjusting content to needs and
conditions
M 3.07 3.05 2.94 2.96 3.02 .209 .890
SD .55 .80 .54 .79 .70
S 27 38 18 25 108
155.13-J: The practice of 
adjusting course content to 
needs and conditions
M 3.14 3.41 3.47 3.16 3.29 1.130 .340
SD .76 .64 .80 1.03 .80
-V 28 39 17 25 109
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Table 58. Composite ANOVA Table for Nu 1 Hypotheses 156-160: Class Superv isionT 1 --
c



















156.14-I: The importance o f 
providing effective classroom
supervision
M 3.34 3.68 3.69 3.78 3.61 2.621 .055
SD .81 .53 .60 .51 .64
N 29 37 16 27 109
157.14-N: The natural
characteristic of providing 
effective classroom supervision 
M 2.11 2.14 2.13 2.13 2.12 .004 1.000
SD .88 1.06 1.15 .95 .99
N 28 37 16 24 105
158.14-C: The formal learning
to provide effective classroom
supervision
M 2.90 2.95 2.94 2.92 2.93 .024 .995
SD .77 .70 .68 1.06 .80
N 29 38 16 24 107
159.14-In: The experience of 
providing effective classroom
supervision
M 3.15 3.37 3.18 3.36 3.28 .785 .505
SD .66 .63 .64 .81 .68
N 27 38 17 25 107
160.14-J: The practice of 
effective classroom supervision 
M 3.07 3.46 3.31 3.32 3.30 1.326 .270
SD .86 .69 .87 .75 .77
S 28 37 16 25 106
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Table 59. Composite ANOVA Table for Null Hypotheses 161-165: Laws and Records
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F
Decision
161.I5-I: The importance of 
knowing state laws and registrar 
records
M 3.25 3.24 3.12 3.30 3.24 .184 .907
SD .75 .82 .70 .82 .78
N 28 38 17 27 110
162.15-N: The natural
characteristic of knowledge 
about state laws and registrar 
records
M 1.46 1.47 1.65 1.42 1.49 .159 .924
SD 1.10 .98 1.17 1.21 1.08
N 28 38 17 24 107
163.15-C: The formal learning
about state laws and registrar 
records
M 3.14 2.97 2.78 3.08 3.01 .676 .569
SD .88 .90 .88 .91 .89
N 29 39 18 25 111
164.15-In: The experience of 
learning about state laws and
registrar records
M 2.93 3.23 3.06 3.08 3.09 .972 .409
SD .68 .81 .56 .72 .72
N 27 39 17 24 107
165.15-J: The practice of 
knowing state laws and registrar 
records
M 3.14 3.51 3.29 3.36 3.35 1.284 .284
SD .89 .64 .85 .76 .77
N 28 39 | 17 25 109
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Table 60. Composite ANOVA Table for Null Hypotheses 166-170: Student Growth
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166. Jl-1: The importance of 
understanding and 





















167. Jl-N: The natural 
characteristic of understanding 
and accommodating student 




















168. Jl-C: The formal learning 
for understanding and 





















169. JI-In: The experience of 





















170. JI-J: The practice of 
understanding and 
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Decision
I7I.J2-I: The importance of 
responding to parent and family 
needs
M 3.62 3.62 3.82 3.59 3.64 .685 .563
SD .56 .63 .39 .57 .57
X 29 39 17 27 112
172.J2-N: The natural
characteristic of responding to 
parent and family needs
M 2.48 2.72 2.47 2.50 2.57 .533 .661
SD .87 .89 1.01 .98 .92
X 29 39 17 24 109
173. J2-C: The formal learning 
o f how to respond to parent and 
familv needs
M 2.46 2.17 2.82 2.44 2.41 1.976 .122
SD .69 .96 1.07 1.04 .95
X 28 40 17 25 110
174. J2-In: The experience of 
responding to parent and family 
needs
M 3.22 3.18 3.06 3.08 3.15 .318 .812
SD .70 .61 .87 .74 .70
X 27 38 18 26 109
175.J2-J: The practice of 
responding to parent and family 
needs
M 3.21 3.36 3.53 3.40 3.36 .702 .553
SD .74 .71 .62 .82 .73
28 39 17 25 ! 109
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Table 62. Composite ANOVA Table for Nu 1 Hypotheses 176-1130: Planning Activities
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176. J3-1: The importance of 
planning religious and secular 
student activities
M 3.48 3.66 3.59 3.37 3.53 1.059 .370
SD .63 .67 .71 .69 .67
S' 29 38 17 27 111
177. J3-N: The natural
characteristic of planning 
religious and secular student
activities
M 2.14 2.11 2.35 2.25 2.19 .259 .854
SD 1.01 1.09 1.22 .94 1.05
S’ 28 38 17 24 107
178. J3-C: The formal learning 
to plan religious and secular
student activities
M 2.66 2.33 2.71 2.72 2.56 1.484 .223
SD .77 .98 .69 .84 .86
S’ 29 39 17 25 110
179. J3-ln: The experience of 
planning religious and secular 
student activities
M 3.21 3.47 2.94 3.28 3.26 2.963 .036*
SD .68 .56 .73 .61 .65
N 28 38 18 25 109
180. J3-J: The practice of 
planning religious and secular 
student activities
M 3.25 3.50 3.29 3.42 3.39 .763 .517
SD .70 .60 .77 .86 .72
S’ 28 38 17 26 109 1
* Significant at the <.05 level.
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u  5  £ Decision
181.K1-I: The importance of 
working with staff to identify 
professional needs 
M 3.31 3.54 3.56 3.33 3.43 .968 .411
SD .71 .68 .63 .73 .70
N 29 39 16 27 111
182. Kl-N: The natural
characteristic of working with 
staff to identify professional 
needs
M 2.04 2.10 2.41 1.87 2.08 .882 .453
SD 1.00 .94 1.28 1.14 1.06
N 28 39 17 23 107
183.K1-C: The formal
learning of how to work with
staff to identify professional 
needs
M 2.79 2.46 2.47 2.62 2.59 .757 .521
SD .90 .94 .94 1.06 .96
N 29 39 17 26 111
184. K 1 -In: The experience of 
working with staff to identify 
professional needs 
M 3.19 3.21 3.06 3.24 3.18 .265 .851
SD .79 .70 .73 .60 .70
N 27 39 18 25 109
185. Kl-J: The practice of 
working with staff to identify
professional needs 
M 3.18 3.56 3.71 3.56 3.49 2.724 .048*
SD .82 .55 .77 .65 .70
A' 28 39 17 25 109
• Significant at the <.05 level.
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Table 64. Composite ANOVA Table for Null Hypotheses 186-190: Facilitating Staff
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186. K2-I: The importance of 
planning and facilitating faculty 
and staff effectiveness
M 3.62 3.49 3.76 3.46 3.56 1.196 .315
SD .49 .64 .44 .71 .60
N 29 39 17 26 111
187. K2-N: The natural
characteristic for planning and 
facilitation for faculty/staff 
effectiveness
M 2.14 2.05 2.41 2.05 2.13 .521 .669
SD 1.15 .89 1.23 1.09 1.05
N 28 39 17 22 106
188. K2-C: The formal
learning to plan and facilitate 
faculty and staff effectiveness
M 2.93 2.54 2.53 2.58 2.65 1.222 .305
SD .80 1.00 .93 .93 .93
N 29 39 17 24 109
189. K2-In: The experience of 
planning and facilitating for 
faculty and staff effectiveness
M 3.15 3.21 3.11 3.21 3.18 .104 .957
SD .77 .70 .68 .66 .69
N 27 39 18 24 108
190. K2-J: The practice of 
planning and facilitating for 
faculty and staff effectiveness
M 3.21 3.54 3.65 3.50 3.48 1.717 .109
SD .88 .55 .49 .81 .71
N 28 39 17 26 110
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Table 65. Composite ANOVA Table for Ng 1 Hypotheses 191-195: Feedback
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191. K3-I: The importance of 
providing feedback on 
performance
M 3.45 3.53 3.71 3.54 3.54 .692 .559
SD .57 .60 .47 .65 .59
N 29 38 17 26 110
192. K3-N: The natural
characteristic of providing 
feedback on performance
M 2.14 2.29 2.29 2.13 2.22 .199 .897
SD 1.08 .90 1.10 1.10 1.01
N 28 38 17 23 106
193. K3-C: The formal
learning on providing feedback 
on performance
M 2.76 2.46 2.71 2.62 2.62 .550 .644
SD .87 1.10 1.05 .92 .99
N 29 39 17 24 109
194. K3-ln: The experience of 
providing feedback on 
performance
M 3.04 3.14 3.00 3.21 3.10 .407 .749
SD .65 .71 .84 .66 .70
.V 27 37 18 24 106
195. K3-J: The practice of 
providing feedback on 
performance
M 3.21 3.32 3.71 3.32 3.35 2.066 .109
SD .69 .62 .47 .80 .67
S' 28 | 38 17 25 108
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196. K4-I: The importance of 
staff participation in 




















197. K4-N: The natural 
characteristic of involving staff 




















198. K4-C: The formal 
learning of how to involve staff 




















199. K4-In: The experience of 
involving staff in recruitment 




















200. K4-J: The practice of 
involving staff in recruitment 
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201.L1-I: The importance 
knowing diagnostic information 
for school environment
M 3.03 3.03 3.18 3.15 3.08 .296 .828
SD .73 .74 .64 .72 .71
N 29 39 17 27 112
202. LI-N: The natural
characteristic of knowing what 
diagnostic information is
needed for staff and students
M 1.57 1.56 1.53 1.43 1.53 .112 .953
SD .84 .97 1.01 .99 .93
A’ 28 39 17 23 107
203. Ll-C: The formal
learning of diagnostic 
information for staff, students
and the school environment
M 3.07 2.95 3.11 3.00 3.02 .193 .901
SD .84 .94 .58 .89 .85
N 29 39 18 26 112
204. L1 -In: The experience of 
determining diagnostic 
information for staff and
students
M 2.93 2.92 2.82 3.04 2.94 .286 .836
SD .73 .77 .81 .73 .75
N 27 39 17 25 108
205. LI-J: The practice of 
using diagnostic information for 
staff, students and the school
environment
M 3.00 3.15 3.35 3.04 3.12 .958 .416
SD j .72 .71 .49 .89 .73
N 1 28 39 | 17 | 25 109 |
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206. L2-I: The importance of
interpreting measurements and 
evaluations for others
M 2.76 2.95 3.06 2.89 2.90 .469 .705
SD .87 1.00 .56 .89 . 8 8
N 29 39 17 27 112
207. L2-N: The natural
characteristic o f  interpreting 
measurements and evaluations
for others
M 1.36 1.62 1.88 1.57 1.58 1.061 .369
SD .91 .99 l.l 1 .90 .97
N 28 39 17 23 107
208. L2-C: The formal learning
to interpret measurements and 
evaluations for others
M 3.10 3.03 3.18 3.08 3.08 .140 .936
SD .72 .83 .64 1.06 .83
N 29 40 17 26 112
209. L2-In: The experience of
interpreting measurements and 
evaluations for others
M 2.85 2.79 2.89 3.16 2.91 1.083 .360
SD .66 .96 .83 .75 .83
S 27 38 18 25 108
210. L2-J: The practice of
interpreting measurements and 
evaluations for others
M 2.68 3.00 3.24 3.04 2.96 1.760 .159
SD .86 .86 .66 .89 .85
N 28 39 17 25 109
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211. L3-I: The importance of 





















212. L3-N: The natural 
characteristic o f developing 





















213.L3-C: The formal learning 





















214. L3-ln: The experience of 





















215. L3-J: The practice of 
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Table 70. Composite ANOVA Table for Null Hypotheses 216-220: Accountability
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216. L4-I: The importance of 
designing accountability 
mechanisms
M 3.24 3.14 3.29 3.07 3.17 .296 .828
SD .79 .98 .69 1.04 .90
N 29 37 17 27 110
217. L4-N: The natural
characteristic of designing 
accountability mechanisms
M 1.79 1.89 1.82 1.43 1.75 1.176 .323
SD .88 .91 1.13 .95 .95
N 28 37 17 23 105
218. L4-C: The formal learning 
of designing accountability 
mechanisms
M 3.03 2.79 3.06 2.69 2.87 1.117 .346
SD .82 .81 .66 1.05 .86
S 29 38 17 26 110
219. L4-ln: The experience of 
designing accountability 
mechanisms
M 3.19 2.83 2.94 2.76 2.92 1.483 .223
SD .74 .77 .64 .97 .80
N 27 36 18 25 108
220. L4-J: The practice of 
designing accountability 
mechanisms
M 2.86 3.05 3.53 3.00 3.07 2.207 .092
SD .93 .81 .62 1.00 .88
A' 28 37 17 25 107
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221. M1-1: The importance of 
planning and developing the 
school budget with staff
M 3.41 3.56 3.76 3.70 3.59 1.310 .275
SD .82 .68 .44 .61 .68
N 29 39 17 27 112
222. Ml-N: The natural
characteristic of planning and 
developing budgets with staff 
M 2.00 2.08 2.12 1.74 1.99 5.65 .640
SD 1.09 .93 1.27 1.21 1.09
N 28 39 17 23 107
223.M1-C: The formal
learning of how to plan and 
develop school budgets with 
staff
M 3.03 2.83 2.88 2.81 2.88 .377 .770
SD .94 .87 .78 1.02 .91
29 40 17 26 112
224. Ml-In: The experience of 
planning and developing 
budgets with staff
M 3.15 3.26 2.89 3.12 3.14 1.082 .360
SD .77 .72 .83 .60 .73
N 27 38 18 25 108
225. The practice o f planning 
and developing budgets with 
staff
M 3.21 3.41 3.53 3.20 3.33 .834 .478
SD .92 .64 .51 1.12 .83
S' 28 39 17 25 109
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226. M2-I: The importance of 





















227. M2-N: The natural 
characteristic of monitoring 




















228. M2-C: The formal 
learning of how to monitor 




















229. M2-In: The experience of 





















230. M2-J: The practice of 
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231. M3-I: The importance o f 
demonstrating responsible 





















232. M3-N: The natural 
characteristic of demonstrating 
responsible facility planning 




















233. M3-C: The formal 
learning of how to responsibly 





















234. M3-In: The experience o f 





















335. M3-J. The practice of 
responsibly planning for facility 
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236. M4-I: The importance o f 
effectively managing student 
labor where appropriate 
M 2.62 3.13 2.82 2.81 2.87 1.665 .179
SD 1.05 .86 .81 1.04 .96
S 29 39 17 27 112
237. M4-N: The natural
characteristic of effectively 
managing student labor 
M 1.71 1.92 2.00 1.74 1.84 .470 .704
SD .94 1.01 1.12 .92 .98
\ 28 39 17 23 107
238. M4-C: The formal
learning of how to effectively 
manage student labor 
M 2.39 2.08 2.12 1.92 2.13 1.024 .385
SD .96 .98 1.05 1.09 1.01
N 28 39 17 26 110
239. M4-ln: The experience o f 
managing student labor
M 2.89 3.00 2.94 3.13 2.99 .372 .773
SD .89 .83 .80 .74 .81
S 27 39 18 24 108
240. M4-J: The practice of 
effectively managing student 
labor where appropriate 
M 2.93 3.28 3.12 3.32 3.17 1.210 .310
SD 1.09 .76 .78 .80 .87
s 28 39 17 25 109
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241. M5-I: The importance of 
practical oversight for food and 




















242. M5-N: The natural 
characteristic for practical 





















243. M5-C: The formal 
learning of how to oversee food 




















244. M5-ln: The experience of 





















245. M5-J: The practice of 
practical oversight for food and 





















• Significant at the <.05 level.
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246. NI-I: The importance of 
creating conditions for planning 




















247. Nl-N: The natural 
characteristic o f creating 





















248. Nl-C: The formal 
learning o f how to create 





















249. N 1 -In: The experience of 
creating conditions for planning 




















250. N 1 -J: The practice of 
creating conditions for planning 
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25I.N2-I: The importance of 
facilitating teamwork and 
collegialitv
M 3.68 3.63 3.59 3.70 3.65 .193 .901
SD .48 .55 .71 .54 .55
.V 28 35 17 27 107
252. N2-N: The natural
characteristic o f facilitating
teamwork and collegialitv
M 2.85 2.83 2.71 2.58 2.76 .438 .726
SD .82 .79 .92 1.28 .94
\ 27 35 17 24 103
253. N2-C: The formal
learning of how to facilitate 
teamwork and collegialitv
M 2.57 2.31 2.47 2.28 2.40 .601 .616
SD .88 .86 1.07 1.02 .93
S 28 36 17 25 106
254. N2-In: The experience of 
facilitating teamwork and
collegialitv
M 3.19 3.21 3.06 3.29 3.20 .382 .766
SD .57 .64 .87 .81 .70
N 26 34 18 24 102
255. N2-J: The practice of 
facilitating teamwork and 
collegialitv
M 3.37 3.46 3.24 3.36 3.38 .356 .785
SD .69 .61 1.03 .70 .73
S 27 35 17 25 104
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Table 78. Composite ANOVA Table for Nu 1 Hypotheses 256-260: Stal T Treatmenti
1 s' "H 1 >»E a. u .5-
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= £ 8>e S Totals rr
P
s = J "O U5 -= 'Z ca <u i l l
Hypotheses <  u <  £ 3C/3 Decision
256. N3-I: The importance of 
treating staff as professionals 
M 3.82 3.80 3.65 3.73 3.76 .597 .618
SD .39 .41 .61 .53 .47
s 28 35 17 26 106
257. N3-N: The natural
characteristic of treating staff as 
professionals
M 2.96 3.14 2.53 2.68 2.89 2.444 .069
SD .79 .77 .94 1.04 .89
S' 28 35 17 22 102
258. N3-C: The formal
learning of how to treat staff
members as professionals 
M 2.44 2.25 2.59 2.33 2.38 .519 .670
SD .89 .94 .87 1.20 .98
s 27 36 17 24 104
259. N3-In: The experience of 
treating staff as professionals
M 3.46 3.29 3.11 3.12 3.26 1.373 .256
SD .58 .72 .68 .74 .69
S 26 34 18 24 102
260. N3-J: The practice of 
treating staff as professionals 
M 3.26
1
3.54 3.47 3.38 3.42 .682 .565
SD .98 .61 .87 .77 .80
S 27 35 17 24 103
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P
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u  =  £
F
Decision
261. N4-I: The importance of 
recognizing and rewarding 
effective performance 
M 3.43 3.49 3.29 3.50 3.44 .434 .729
SD .63 .61 .77 .58 .63
N 28 35 17 26 106
262. N4-N: The importance of 
recognizing and rewarding 
effective performance 
M 2.52 2.71 2.47 2.45 2.56 .454 .715
SD .80 .79 1.23 1.14 .95
S' 27 35 17 22 101
263. N4-C: The formal
learning of how to recognize 
and reward effective
performance
M 2.57 2.20 2.59 2.25 2.38 1.263 .291
SD .63 .99 .87 1.15 .94
S’ 28 35 17 24 104
264. N4-In: The experience of 
recognizing and rewarding 
effective performance
M 3.08 3.09 3.06 3.08 3.08 .007 .999
SD .69 .83 .80 .78 .77
S’ 26 34 18 24 102
265.N4-J: The practice of 
recognizing and rewarding 
effective performance 
M 3.07 3.51 3.18 3.25 3.28 1.597 .195
SD 1.04 .61 .95 .74 .83
S’ 27 35 17 24 103 1
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266. N5-I: The importance of 
serving as a role model 
M 3.81 3.83 3.62 3.69 3.76 .831 .480
SD .40 .38 .72 .62 .51
S' 27 35 16 26 104
267. N5-N: The natural
characteristic of serving as a 
role model
M 3.30 3.34 3.44 2.96 3.26 1.137 .338
SD .95 .80 .63 1.19 .92
N 27 35 16 23 101
268. N5-C: The formal
learning of how to serve as a 
role model
M 2.50 2.14 2.75 2.13 2.32 1.572 .201
SD .91 1.13 1.00 1.36 1.13
S 26 36 16 24 102
269. N5-ln: The experience of 
serving as a role model
M 3.28 3.18 3.41 3.09 3.22 .655 .582
SD .79 .81 .51 .85 .77
N 25 33 17 23 98
270.N5-J: The practice of
serving as a role model
M 3.23 3.63 3.50 3.37 3.45 1.274 .288
SD 1.03 .60 .89 .77 .82
N 26 35 16 24 101
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271.01-1: The importance of 





















272. Ol-N: The natural 
characteristic of perceiving the 




















273.01-C: The formal 
learning of how to perceive the 




















274. 01-ln: The experience of 





















275.01-J: The practice of 
perceiving the needs and 
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Table 82. Composite ANOVA Table for Null Hypotheses 276-280: Working With Stress
>> c
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Decision
276. 02-1: The importance o f 
working with others in stress or
conflict situations
M 3.68 3.82 3.65 3.56 3.69 .967 .411
SD .48 .46 .49 .64 .52
N 28 33 17 26 104
277. 02-N: The natural
characteristic of working with 
others in stress or conflict
situations
M 3.32 3.27 3.12 2.88 3.17 1.397 .248
SD .77 .76 .93 1.03 .87
N 28 33 17 24 102
2 7 8 .0 2 -C: The formal
learning of how to work with
others in stress or conflict
situations
M 2.41 1.82 2.33 1.87 2.07 2.482 .066
SD .80 1.14 1.05 .85 1.00
.V 27 36 15 24 100
279. 02-In: The experience o f 
working with others in stress or 
conflict situations
M 2.96 3.09 3.13 3.04 3.05 2.01 .896
SD .87 .78 .72 .68 .76
\ 26 32 16 25 102
280. 02-J: The practice of 
working well with others in
stress or conflict situations
M 3.19 3.36 3.25 3.28 3.25 .255 .858
SD .88 .74 .86 .74 .79
N 27 | 33 16 25 101
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Table 83. Composite ANOVA Table for Nu: 1 Hypotheses 281-285: Relating to People
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281.03-1: The importance of 





















282. 03-N: The natural 
characteristic of relating to 




















283. 03-C: The formal 
learning of how to relate to 




















284. 03-In: The experience of 





















285.03-J: The practice of 
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286. 04-1: The importance of 




















287. 04-N: The natural 





















288. 04-C: The formal 





















289. 04-ln: The experience of 




















290. 04-J: The practice of 
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291.P1-I: The importance of 
effective presentation skills 
adapted to audience
M 3.29 3.43 3.35 3.30 3.35 .306 .821
SD .66 .61 .70 .72 .66
jV 28 35 17 27 107
292. PI-N: The natural
characteristic o f effective
presentation skills adapted to 
audience
M 2.96 2.89 2.76 2.57 2.81 .978 .407
SD .61 .83 1.15 .90 .86
N 25 25 17 23 100
293.P1-C: The formal learning 
of how to develop effective
presentation skills adapted to 
audience
M 2.89 2.74 2.56 2.88 2.78 .643 .589
SD .70 .82 1.20 .95 .89
N 35 35 18 26 106
294. PI-In: The experience of 
developing effective 
presentation skills adapted to 
the audience
M 2.92 3.09 2.82 2.92 2.96 .560 .643
SD .76 .62 .81 .88 .75
N 25 33 17 24 100
295. Pl-J: The practice of 
using effective presentation 
skills adapted to audience
M 3.27 3.26 3.29 3.16 3.24 .141 .935
SD .67 .61 .85 .94 .75
N 26 35 17 25 103
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296. P2-I: The importance of 
using proper grammar and 
speaking articulately 
M 3.29 3.43 3.35 3.30 3.35 1.452 .232
SD .66 .61 .70 .72 .66
M 28 35 17 27 107
297. P2-N: The natural
characteristic o f using proper 
grammar and speaking 
articulately
M 2.19 2.86 2.71 2.35 2.54 2.963 .036*
SD .98 .73 1.10 1.07 .97
K 26 35 17 23 101
298. P2-C: The formal learning
of how to use proper grammar 
and speak articulately 
M 3.59 3.50 3.17 3.24 3.41 1.926 .130
SD .64 .70 .92 .66 .73
N 27 36 17 25 106
299. P2-In: The experience of 
speaking articulately with
proper grammar
M 2.68 3.06 2.76 2.76 2.84 1.014 .390
SD .99 .70 1.03 .97 .91
A' 25 33 17 25 100
300. P2-J: The practice of
using proper grammar and 
speaking articulately 
M 2.81 3.09 3.18 2.60 2.91 1.776 .157
SD .98 .79 1.01 1.12 .98
N 26 34 17 25 102
* Significant at the <.05 level.
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Table 87. Composite ANOVA Table for Nu 1 Hypotheses 301-305: Clarifying/Stating
73 r "  '
E ‘E I  ■g « E
£ g_ oc £ C£) £ £ *> 5 W Totals f
P
Hypotheses






=  > £
Z' i i Decision
301. P3-I: The importance of 
clarify ing and restating
questions
M 2.79 3.35 3.29 3.04 3.11 3.125 .029*
SD .83 .65 .77 .87 .80
\ ’ 28 34 17 26 105
302. P3-N: The natural
characteristic o f clarify ing and
restating questions
M 2.08 2.66 2.65 2.26 2.42 2.620 .381
SD .93 .76 1.17 .86 .93
A' 26 35 17 23 101
303. P3-C: The formal learning 
of how to clarify’ and restate
questions
M 3.22 3.11 3.06 3.04 3.11 .280 .840
SD .70 .76 1.09 .66 .78
N 27 35 17 26 105
304. P3-ln: The experience of 
clarifying and restating
questions
M 2.60 3.00 2.94 3.04 2.90 1.554 .206
SD .87 .65 .93 .89 .82
N 25 34 16 25 100
305. P3-J: The practice of 
clarifying and restating
questions
M 2.88 3.11 3.06 2.84 2.98 .595 .620
SD .91 .72 1.06 1.03 .90
N 26 | 35 16 25 102
• Significant at the <.05 level.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
221
Table 88. Composite ANOVA Table for Nu 1 Hypotheses 306-3 0: Adaptation/Review
>» e  








«  ® s  o  CQ j e
< U
T3 u
a  c  
<  £ S . 53
t/5
o  m  (fi F
Decision
306. P4-I: The importance of 
adapting, responding, reviewing 
and summarizing for audiences 
M 2.93 3.21 3.12 3.12 3.10 .579 .630
SD .86 .78 .78 .95 .84
N 28 33 17 26 104
307. P4-N: The natural
characteristic of adapting, 
responding, reviewing and 
summarizing for audiences 
M 2.27 2.55 2.53 2.17 2.38 1.035 .381
SD .92 .75 1.07 .98 .91
N 26 33 17 23 99
308. P4-C: The formal learning 
of how to respond, review, and 
summarize for audiences
M 3.04 2.82 2.94 3.00 2.94 .376 .771
SD .76 .81 1.12 .85 .85
N 27 33 16 26 102
309. P4-In: The experience of 
responding, reviewing, and 
summarizing for audiences 
M 2.72 3.00 2.65 3.00 2.87 1.029 .383
SD .94 .72 1.00 .91 .88
N 25 32 17 25 99
310. P4-J: The practice of 
responding, reviewing, and 
summarizing for audiences 
M 2.88 3.09 2.94 2.96 2.98 .262 .853
SD .91 .80 1.00 1.06 .92
N 26 33 16 25 100
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311. QI -I: The importance of 




















312. Ql-N: The natural 





















313. Ql-C: The formal 





















314. Q 1-In: The experience of 




















315. Q 1 -J: The practice of 
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Table 90. Composite ANOVA Table for Nu 1 Hypotheses 316-320: Tech Proficiency
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316. Q2-1: The importance of 
demonstrating technical 
proficiency in writing 
M 2.71 3.17 3.41 3.15 3.08 3.329 .023*
SD .98 .71 .62 .72 .80
N 28 35 17 27 107
317. Q2-N: The natural
characteristic of technical
writing proficiency 
M 1.96 2.26 2.29 2.26 2.19 .740 .531
SD .90 .78 1.21 .86 .91
N 27 35 17 23 102
318. Q2-C: The formal
learning o f how to develop 
technical writing proficiency 
M 3.39 3.44 3.33 3.38 3.40 .102 .959
SD .74 .61 1.03 .57 .71
N 28 36 18 26 108
319. Q2-In: The experience of 
developing technical writing 
proficiency
M 2.50 2.69 2.76 2.75 2.67 .463 .709
SD .86 .74 1.09 .90 .87
N 26 32 17 24 99
320.Q2-J: The practice of 
using technical writing 
proficiency
M 2.67 2.69 2.88 2.76 2.73 .207 .892
SD .88 .93 1.05 1.09 .97
/V 27 35 17 25 104
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Table 91. Composite ANOVA Table for Null Hypotheses 321-325: Messages/Needs
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321.Q3-I: The importance of
tailoring messages to meet 
unique audience needs 
M 3.11 3.38 3.53 3.31 3.31 1.327 .270
SD .79 .65 .62 .84 .74
N 28 34 17 26 105
322. Q3-N: The natural
characteristic of tailoring
messages to meet unique 
audience needs
M 2.32 2.56 2.35 2.48 2.44 .394 .757
SD .98 .75 1.27 .81 .92
N 28 34 17 21 100
323. Q3-C: The formal
learning of how to tailor
messages to meet unique 
audience needs
M 2.96 2.97 3.00 3.04 2.99 .051 .985
SD .76 .77 1.00 .73 .79
N 27 33 17 25 102
324. Q3-In: The experience of
tailoring messages to meet 
unique audience needs 
M 2.88 2.94 2.83 2.96 2.91 .109 .955
SD .77 .68 .79 .91 .77
N 26 31 18 24 99
325.Q3-J: The practice of
tailoring messages to meet 
unique audience needs 
M 2.96 3.00 3.24 3.00 3.03 .359 .783
SD .90 .79 .83 1.10 .90
N 27 33 17 24 101
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326. Rl-I: The importance of 





















327. Rl-N: The natural 
characteristic of expecting and 




















328. Rl-C: The formal learning 





















329. Rl-In: The experience of 





















330. Rl-J: The practice of 
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331.R2-I: The importance of 
understanding American culture 
and current social and economic 




















332. R2-N: The natural 
characteristic o f understanding 
American culture and current 
social and economic issues 




















333. R2-C: The formal learning 
to understand American culture 
and current social and economic 




















334. R2-ln: The experience of 
learning to understand 
American culture and current 
social and economic issues 




















335. R2-J: The practice of 
understanding American culture 
and current social and economic 




















* Significant at the <.05 level.
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336. Sl-I: The importance of 
acting in accordance with 
federal, state and church 





















337. SI-N: The natural 
characteristic of acting in 
accordance with federal, state 





















338. SI-C: The formal learning 
of federal, state and church 
policies, standards and 





















339. S1 -In: The experience of 
acting in accordance with 
federal, state and church 




















340. Sl-J: The practice of 
acting in accordance with 
federal, state and church 
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341. S2-I: The importance of 
recognizing standards of care 
involving civil and criminal
liability
M 3.71 3.72 3.59 3.41 3.62 1.417 .242
SD .53 .51 .71 .89 .67
X 28 36 17 27 108
| 342. S2-N: The natural
characteristic of recognizing 
standards of care involving civil 
and criminal liability 
| M 1.81 1.89 1.82 1.61 1.80 .262 .853
SD 1.27 1.04 1.51 1.12 1.19
X 27 36 17 23 103
343. S2-C: The formal learning 
about standards o f care
involving civil and criminal 
liability
M 3.57 3.62 3.29 3.38 3.50 1.289 .282
SD .57 .68 .77 .70 .68
X 28 37 17 26 108
344. S2-ln: The experience of 
recognizing standards of care 
involving civil and criminal 
liability
M 3.23 3.40 3.41 3.20 3.31 .708 .550
SD .71 .60 .62 .71 .66
X 26 35 17 25 103
345. S2-J: The practice of 
dealing with standards of care
involving civil and criminal 
liability
M 3.22 3.56 3.18 3.28 3.34 1.194 .316
SD .89 .69 .95 .94 .85
X 27 36 17 25 105
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346. Tl-I: The importance of 
understanding and supporting 
development/fundraising 
M 3.04 3.39 3.24 3.22 3.23 1.151 .332
SD .92 .64 .66 .75 .76
N 28 36 17 27 108
347. Tl-N: The natural
characteristic of understanding 
and supporting development 
and fundraising
M 1.56 1.97 2.12 1.91 1.87 1.204 .313
SD 1.05 1.03 .99 1.20 1.07
A' 27 36 17 23 103
348. Tl-C: The formal learning 
of understanding and 
supporting development and 
fundraising
M 2.75 2.81 2.53 2.81 2.75 .433 .730
SD .93 .89 .72 .94 .88
.V 28 36 17 26 107
349. Tl-ln: The experience of 
understanding and supporting 
development and fundraising 
M 2.81 3.11 3.06 3.04 3.01 .767 .515
SD .94 .75 .73 .79 .80
S 26 36 18 25 105
350. Tl-J: The practice of 
understanding and supporting 
development and fundraising 
M 3.04 3.25 3.25 3.16 3.17 .482 .695
SD .90 .60 .68 .80 .74
N 27 36 16 25 104
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351.T2-I: The importance of 





















352. T2-N: The natural 
characteristic of sharing 





















353. T2-C: The formal learning 
to share development needs 




















354. T2-In: The experience of 





















355. T2-J: The practice of 
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Table 98. Composite ANOVA Table for Null Hypotheses 356-360: News and Reports
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356. Ul-I: The importance of 
initiating reports, news and 





















357. Ul-N: The natural 
characteristic of reporting news 




















358. Ul-C: The formal training 
o f how to initiate reports, news 





















359. Ul-In: The experience of 





















360. UI -J: The practice of 
initiating reports, news and 
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361.U2-I: The importance of 
encouraging and promoting a 




















362. U2-N: The natural 
characteristic of encouraging 





















363. U2-C: The formal 
learning of how to encourage 
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366. U3-I: The importance of 
recognizing and providing for 
internal and external markets
M 3.29 3.36 3.35 3.19 3.30 .348 .790
SD .71 .68 .79 .74 .71
N 28 36 17 27 108
367. U3-N: The natural
characteristic of recognizing 
and providing for internal and
external markets
M 1.81 2.22 2.00 1.87 2.00 .974 .408
SD 1.14 .87 1.12 1.06 1.03
A' 27 36 17 23 103
368. U3-C: The formal
learning of how to recognize 
and provide for internal and
external markets
M 2.63 2.83 2.47 2.48 2.64 .889 .450
SD 1.11 .77 1.18 .87 .96
S 27 36 17 25 105
369. U3-In: The experience of 
recognizing and providing for 
internal and external markets
M 3.04 3.22 3.17 3.12 3.14 .333 .801
SD .81 .64 .71 .83 .74
N 27 36 18 25 106
370. U3-J: The practice o f 
recognizing and providing for 
internal and external markets
M 3.26 3.25 3.47 3.12 3.25 .904 .442
SD .71 .69 .51 .77 .69
N 27 . . 36 17 26 106.
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371.U4-I: The importance of 
effectively managing student
recruitment
M 3.43 3.61 3.59 3.31 3.49 1.314 .274
SD .63 .55 .82 .79 .65
N 28 38 17 26 109
372. U4-N: The natural
characteristic of effectively
managing student recruitment
M 1.93 2.24 2.12 2.00 2.09 .466 .706
SD 1.14 .95 1.41 1.15 1.12
N 27 37 17 22 103
373. U4-C: The formal
learning of how to effectively
manage student recruitment
M 2.70 2.51 2.35 2.50 2.53 .427 .734
SD .91 .93 1.17 1.22 1.03
.V 27 37 17 24 105
374. U4-In: The experience of 
effectively managing student
recruitment
M 3.30 3.27 3.06 3.42 3.27 1.013 .390
SD .67 .61 .73 .72 .67
N 27 37 18 24 106
375. U4-J: The practice o f 
effectively managing student
recruitment
M 3.37 3.51 3.53 3.36 3.44 .429 .732
SD .74 .65 .62 .76 .69
N 27 37 17 25 106
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376. U5-I: The importance of 





















377. U5-N: The natural 
characteristic of planning 
events and activities to 
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learning to plan events and 
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381. Vl-I: The importance of 
effective communication with
board about school issues and
needs
M 3.82 3.92 3.82 3.81 3.85 .679 .567
SD .39 .27 .39 .40 .35
N 28 38 17 27 no
382. Vl-N: The natural
characteristic of communicating 
effectively with the board about
school issues and needs
M 2.22 2.47 2.88 2.29 2.43 1.619 .190
SD 1.5 .97 1.17 1.00 1.04
jV 27 36 17 24 104
383. Vl-C: The formal
learning of how to effectively
communicate with the board
about school issues and needs
M 2.59 2.31 2.76 2.27 2.44 1.248 .296
SD 1.01 .98 1.03 1.04 1.01
N 27 36 17 26 106
384. Vl-In: The experience of
communicating with the board 
about school issues and needs
M 3.33 3.16 3.41 3.22 3.26 .622 .602
SD .62 .76 .80 .64 .70
\ 27 37 17 27 108
385. Vl-J: The practice of
effectively communicating with 
the board about school issues
and needs
M 3.63 3.62 3.50 3.50 3.57 .295 .829
SD .63 .64 .79 .71 .67
N 27 37 18 26 108
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386. V2-I: The importance of 
demonstrating ability to work 
with board and chair for 




















387.V2-N: The natural 
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388. V2-C: The formal 
learning of how to work 
effective with board and chair 




















389. V2-ln: The experience of 
working effectively with board 





















390. V2-J: The practice of 
working effectively with board 
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January 2001
D ear S even th-day  A dventist Educator:
I w ant to offer m y  strong support for the survey that Robert C askey, principal of Campion 
A cadem y, has p repared  as part of his dissertation research.
All o f  us know  th a t one o f  the key challenges facing Seventh-day Adventist education is the 
proper p repara tion  o f  principals. Robert C askey attem pts to focus attention on the possibility o f  
internships as a basis for preparing principals for future leadership assignments. The findings 
will be very im portan t in helping to create a culture for determ ining what should be contained in 
an internship and your analysis of such a need.
Thank you for tak ing  the tim e to respond to this valuable survey.
C ordially  yours,
R ichard C. O sb o m  
Vice President
R C O :ef
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Dear Superintendent:
Thank you for you r support o f my research on the needs for principal internship 
preparation. The com pletion of a survey o f  this magnitude is certain ly  daunting and your 
tim e is limited. O ften  I have put m aterial like this aside with the best o f  intentions for a 
future com pletion. Seldom  does it get done later. 1 need vour help  now!
In order for my data  to have significant validity for your group, m ore returns are needed. 
Investing forty m inutes now could benefit and perhaps ease your w ork in the future. It 
w ill certainly support Adventist leadership preparation. If you h aven ’t already, would 
you complete the enclosed  survey this w eek? Your participation is so important! Please 
help.
Thank you and G od bless.
Robert L Caskey 
rcaskeyl23@ aol.com
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Jan u ary  2001
Dear Colleague
Twenty-eight years ago when I became an academ y principal. I was neither prepared for nor even aware o f  
many o f the expectations and responsibilities associated with leadership. It becam e a major process o f trial 
and error. Thanks to G od and the understanding o f  great boards and co-workers. 1 have continued to work 
in this ministry with som e success.
During the years I have observed a number o f  principals enter the field o f  administration only to leave in a 
short time. The reasons varied from discouragement to an inability or unw illingness to meet the 
expectations of their constituents, etc. Could they have been saved to leadership? Today there are even 
fewer brave souls w illing  to attempt the experience. Is there a piece missing in the educational process 
which would raise the percentage o f  available candidates and enhance their chances o f  success? Many o f  
us believe so!
This project is part o f  the requirements for the com pletion  o f  an Ed.D. degree in Educational 
Administration and Leadership at Andrews U niversity. The enclosed survey seeks information on the 
perception  o f A dventist board chairmen, secondary principals, superintendents, and university and college  
educational professors about three aspects o f  secondary leadership: (1) Is there a need for a formal 
internship program for secondary principals? (2) W hat com petencies should be included? (3) And who 
should deliver or direct the experience?
The study will be conducted during the month o f  January 2001. Your consent is voluntary and even if you 
give consent, you may withdraw from participating in the study at any time, without prejudice. Please 
return the completed survey in the enclosed envelope within seven (1) calendar days after receiving it.
Your return of the survey will indicate your consent to participate. A summary o f  the findings w ill be 
made available to you upon request.
Thank you for giving this study your consideration. It is my hope that the results w ill highlight the need for 
discussion and the im plem entation o f  some form o f  field  training for our potential and new principals.
I can be reached through email or by phone. Email: rcaskev 123 (g aol.com and phones: O ffice. 970-667- 
5592 or home. 970 -5 9 3 -0 9 3 5 . If you wish to contact my major professor for any reason. Dr. Jim Jefferys 
may be reached at 6 1 6 -471 -3577  or email: jim jeff@ andrew s.edu.
G od bless.
Robert L Caskey 
Campion Academy




It's the final countdow n and we are giving one last opportunity  for you to return your 
survey on principal internship preparation. W ould you send it this week? Y our input is 
so important! And again, thanks to those who have already returned their surveys.
If you need another survey, let me know immediately. I’ll be happy to send one by fax or 
mail.
Robert L C askey 
Phone: 970-667-5592. Ex 102 
Fax: 970-667-5104 
Email: rcaskev 123@ aol.com
Dear Colleague:
A big THANK YOU if you 've already sent in your Principal Internship survey! Your 
information is vital to a relevant study. If you haven’t had the opportunity to com plete 
the questionnaire or need another one. please get in touch with me as soon as possible. 
Thanks again for helping us plan the future of principal education.
Bob Caskey (rcaskevT23@ aol.com )
Home: 970-593-09335 
Office: 970-66705592. Ext. 102
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PILOT GROUP
Special thanks to the following w ho gave their time and expertise through 
encouragement and recommendation at the pilot stage of the survey instrument.
Dirkson. R ichard -  academ y principal, hospital administrator
Epperson. Jam es -  academ y principal, union superintendent, college adm inistrator
Furst. Lyndon -  academ y principal, local superintendent, college professor
Lawson. Corky -  academ y principal, local superintendent
Northrup. Mel -  elem entary principal, local and union superintendent
Osborn. Richard -  academ y principal, union superintendent, vice-president o f North 
Am erican SDA education, college adm inistrator
Penner. David -  academ y principal, university professor, university adm inistrator
Rice. Robert -  elem entary and secondary’ principal, local superintendent, university 
professor
Simcock. M anford -  academy principal, college administrator
Stephen. Fred -  academ y principal, local and union superintendent
W eatheral. Don -  academ y principal, local and union associate superintendent. North 
Am erican Division associate director
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